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- The Teachiﬁg and Learning of French as a Sccond Language

in Two Distinct Learning Settings

Abstract

The present investigation examines the teaching and learning of
French &s a second language in different learning settings. 1Its pur-
pose 'is threefold: to develop research methodologies appropriate for
investigating these issues, to understand the processes of teaching .
and learning a second language by observing them under different
conditions, and to indicate the possible interrelations between teach-
ing andgzlearning existing in formal classrooms.

Each part of ‘the investigation, that is, the Teaching Study and the
Learning Study, contains two aspects: first, a description of the
relevant instrument or model developec by the investigators; and
second, a report of the application of. the model to examine some of
the issues relevant to teaching and leamming in second language class-
rooms . i

Three factors are examined in the application section of both studies.
These are the effects of the learning setting, the age of the learner,
and the attained level of proficiency.

The Teaching Study proposes an instrument called the Language Teach-
ing Record Scheme (LTRS) to describe and analyse classroom interactioms.
This instrument provides a means of analysing teaching at two different
levels of detail: the activities arranged by the teacher to increase
student competence in the second language, and the discourse functions
which characterize the verbal interaction that occurs between the
teacher and students.

The application of this instrument for the Teaching Study f{ocusas
primarily on the factors of learning setting and proficiency level by
analyaing classroom interactions in two Grade 6 classes. One of these
is a regular French core program class and the other is a French immer-
sion class. The instrument is able to fdentify some c¢ssential differ~
ences that exist between these two settings with respect to the teaching
of the language. -

The Learning Study proposes a theorecfcal mcdel which describes the
prccesses by which a second language is learned and used. The model
attempts to account for the way in which information about the language
is_first, assimilated from the environmenct by the language lea¥ner,
second, represented by the language learner as 'knowledge' of different
types, and fin..ily used in different ways to form language responses.
The contingencies that determine the options in each case, that is,
the type of representation that will be assigned, the way in which the
information will be used are postulated in the model.
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The application of the model attempts to examine one of these contin-
gencies: specifically, the effects of setting, age, and level on the
way in which explicit (primarily formal) and implici: (primarily func-
tional) information are used to solve a specific formal language task.
These factors are systematically manipulated in an experimental study.
The results show that the explicit and implicit information each have
a unique role in the soluticn of the task, and that the formal or
functional conditiom in which the task occurs, biases that relationship.

The results from the separate aspects of the study suggest that the
future research must begin to combine these investigations by examining
the processes of language learning described in the Learning Study in a
greater nuuwber of settings which can be formally described by the
approach used in the Teaching Study. '
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InLroduction

In recent years several studies on second/foreign language teaching
and learning have been conducted, investigating the role of learner
factors, such as aptitude {(Carvoll, 1962), attitude and motivation
(Cardner and Lambert, 1972), learning environments, such as French
immersion and core programs, (Stern et al, 1976) and teaching methods
(Scherer and Wertheimer, 1964) in second language achievement. Despite
their valuable contributions te a better understanding of the complex
processes vf teaching and leaming, many issues temain unsolved and
demand further research. The present investigations of the Teaching

" Study and the Learning Study examine the effects of three controversial

variables on second language teaching and lesrning - the nature of the
Iearning setting, the age of the learner, and the proficiency level
attained.

The questfion of the optimal learning setting has frequeatly been
discussed (Rivers, 1972; Macnamara, 1973; Stern,.1973, 1978) and the
effects of differént environments on second language achievement have
been examined in several studies. (Upshur and Palmer, 1974; Krashen and
Jeliger, Y975; Krashen, 1976; Stern et al, 1976; Swain and Barik, 1970).
The major ‘tinction currently proposed is between the formal second
language ¢: .sroom setting, and the maturalistic, fuactional or informa)
language learning environment. Each of these is considered to make a
specific contribution to second language competence (Krashen, 1976).

The formal environment, the traditional language classroom, usually
elaborates the learner's explicit knowledge of the target language .
system. The informal or functional environment, in which the second
language is primarily used for communication and is assimilated sub-
consciously, ephances the learner's communicative ability in the second
language. With the introduction of French immersion classes, in which
the second language is the medium of instruction for various subject
areas, the opportunity was provided fuor communicating in the target
language instead of making it an object of expl’ :it study and practice.
The overall success of immersion programs in c. utrast to the French core
program has been partially attributed to this functional use of the
second language. Differences in actual classroom discourse betwyeen
those two learning settings, however, have not been documented. Unless
the language of the classroom is cxamined in more detail, no valid claim
can be made that the superior linguistic performance in French of immer-

.5ion students vs. core students is a resultr of functional language use

and not, for example, a function of the amount of Intensive exposure to
the language.

The controversy concerning age has centered around issues such as
identifying the optimal age for beginning the study of a second/foreign
language (Krashen, 1973; Burstall et al, 1974; Smythe et al, 1975; Stern,
1976; Lee, 1977). The question of who are tie better language learners -
children, adolescents or adults, has not yet been answered satisfactorily,
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and the evidence fluctuates greatly as a function of the type of wrasure
being used. Thus it appears that the question would be more aptly re-
formulated such that optimal age was not the issue but a docu

9txategies more ef{fectively than do those at a lower level of acgieve-
ment. Proficiency level, then, may also be an essential factor affecting
the way learning tasks are approached and solved. Thus it may be the
case that move advanced students have assimilated the target language

to a degree which allows them to make intuitive judgements about the
language, whereas beginning students may have to consciously deliberate
and resort to ruleb.

-

The three factors discussed-above were incorporated into the research
designs of both studies. The Teaching Study focused on the teaching of
French in a formal and a functional setting, that is the ‘regular’ or
*core' program of French as @ second language (FSL) versu~ the French
'immersion’ program. The attempt was to documert in a precise way the
features which distinguish the activities and classroom discourse of
these settings. The Learning Study, on the other hand, conducted its .
investigatior with high school q;udents of two different grade levels
in the core program and with adults in the Civil Service Language
Training Program, thus combining all three factors of setting, age and
proficiency level. '

The _Teaching Study and the ‘Learning Study had bezen in operation for
one year prior to commencement of the present investigations. The direc-
tion taken in the second year appeared to provide a logical and valuable
continuation of Year One's research in cerms of theoretical and methodo-
logical advancement. The objecti of both studies therefore reflect
both continuation and innovation. The Teaching Study attempted to achieve
the following goals: :

(1) to revise the preliminary Language Teaching Record Scheme
(LTRS) developed in Year One.

(2) to describe and andlyze the tecching of French in two
contrastive learning settlngs, core vs. immersion.

(3) to formulate tentative hypotheses regarding the relation-
ship between learning environment, classroom interaction
and second language learning.’

The specific objectives of the Learning Study were:

(1). to refine a tentative model of second language learning
which was developed in Year One.

(2) to modify and refine a research instrument, the Aural
Grapmar Test, developed and pilot-tested in Year One.

(3) to empirically examine some relationships posited in the
model, specifically, the role of Explicit &nd Implicit |
Knowledge ‘n performance on the Aural Grammar Test.

o 12 :

s’ °

- . N

r-o w mea—— o vy

/

.
»

-y

-

U 4 "'""‘Wﬁ

——



! ;

(4) to investigat2 the effect of setting, age and proficiency
level on performince en the above-mentioned test.
* .

(3) to indicate pedagogical implications emanaiing {rom the
tesults of the empirical investigation.

Method, procedures and res .its of the Teaching Study and the Learn-
ing Study will be reported separately. The report of cach study will be
concluded by a discussion vf the results, an indication of the pedagogical
implications and suggesiivns for further research.

While the Teaching Study and the Learning Study have each been con-
veptualized, conducted, and reported separately in the present investiga-
tion,'the insights into these two aspects of language learning which have —
been gained dby this project, would permit further research to .follow the
‘logicel next siep, that is, an integrative examination of teaching and
learniug. The metholodogy in terwms of instruments and models appropriate
for such an investigation are provided by the results of this study. The
pr!mary question for such tuturec research is to examine the piocesses of
second language leatning, as described in the .model of the Learning Study,
in gifferent learning contexts, as described by the system of the Teaching
S:udy. Moreover, such studies should npt be confineld to classroom learn-
ing; reélcevant diffcrences attributable to setting -suggest the need for
systematic investigations of language learning in all situations. For
the present study, however, our re:slts are restricted to the separate
investigations of teaching and learning in the classroom, and the con-
clusfons and implications of each will be reported as such.
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Chapter IIL

Describing Classroom Interactiom

The tendency in much of the past research on teaching has been to,
view teaching as a single concept in terms of the pedagogical method
employed. Uescrip:ions of language teaching have thus been based on

* terminolog, such as 'audio-lingual method' or 'grammar-translation

" method'. One such study by Scherer and Wertheimer (1964) attempted
to examine the relatfbnship between the audio-lingual and grammar-
translation approaches and- the students’' degree of mastery of the
second language. Smich (1970) again attempted to relate the.audio--
1ingual method to the second language achievement of students in a
three-year college program. As valuable as these studies were the
results remained inconclusive -and controversial possibly since refer-
ence to overall methods of language teaching proved insufficient.to
distinguish between the actual practice of teachers in the classroom.

may vary greatly even though they are implementing the s teaching

It is evident, that the specific behaviours used by twe d?ﬁerent teachers

program or even presenting the same lesson. If these inflividual differ-
ences have significance for the teaching/learning procesd, as we believe

they do, then a general reference to overall methods or approaches is
' inadequate for the purpose of describing second language teaching and
relating that teaching to ‘learning outcomes. ‘

'What is required for further research on the relationship between
‘teaching and learning is a set of specified, observable teaching behav-
‘iours that can be considered a distinct treatment variable for second

- language teaching research. Moreover, in order to define and describe
.  such teaching behaviours a technical language commonly accepted and
understood by both teachers and researchers is required.  Until the
teachipg act can be sysiematically described it is impoasible to dif-
ferentiate specific teaching behaviours that can ther be realistically
related .to \learning. As Rosenshine (1971) has stated "...some of the
teaching) bkhaviours may' Jave no rélevant educational meaning. At
*this time it is difficult to distinguish the relevant behaviours from
the irrelevant ones." (p. 291) Thus, before amy further extensive
experimental research can be undextaken, it is believed that a scheme
for a comprehensive description of teaching must be developed.

In the search for an adequate systematic description of teaching “

many classroom observation systems have been developed in recent years.

Two types of observation instruments are current: (1) rating or high-
inference schemes in which the coder makes & subjective judgement on a
four or five-point scale to assess the beha iours observed, and (2)

category or low-inference schemes which focus on "specific, denotable,

relatively objective behaviours" (Rosenshine, 1971, p. 288) usually

recorded as frequency counts taken at regular thrge or five second

intervals. Because of the requirement for objectivity in the case of
. this project, a category scheme was considered most appropriate.
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. An-examination of category-type observation schemes previously
developed indicated that most schemes have a very general subject
orientation. -"Very few instruments have been developed specifically
for use in the second language classroom. Of these general observa-
tion schemes, the greatest number have been based on or adapted from
the Flanders Interaction Analysis Technique ( Flanders, 1967, 1970)
and are concerned with the extent of teacher influence on the student.
They assess this influence by measuring the relative proportion of-
'indirect' (questioning, p-aising) and ‘direct’ teacher behaviours
(lecturing, criticising). Observations of teacher and pupil inter-
actions are recorded at three-second intervals on a two-dimensional
matrix, then analyzed in tewms of the relative frequencies of
different kinds of behaviaurs. This analysis produces an 1/D
(Indiréct/birect) ratio which reflects the affective climate of the
classroom. These studies have shown a clear relationship between
teacher ‘indirectness' in classyoom interaction and student achievement
on standardized achievement tests. However, not only are the descriptor
categories very broadly defined, but they also focus solely on classroom
climate and therefare do not permit the definition of specific teaching
behaviours with potential pedagogical significance in the L2 classroom
as is the intent °€WEE§3 project..

Subsequent .adaptations of the Flanders dnteraction .analysis technique
y Moskowitz (1967), Jarvis (1968) and Wragg (1970) were inteuded for use
8 ecifically in the foreign language classroom. Moskowitz' adaptacion is

called Flint (Foreign Lamguage Ianteraction Adalysis System)- and is designed

to assess both verbal and non-verbal ¢ommunication in the classroom as
well as the kinds and amount of student and Leacher talk in the target
and the native languase. . -

Other classroom observation schemes have recently been proposed
based on principles of discourse analysis. Assuming that the essence
of formal.teaching, and-specifically second language teachi1g. is talk,
these schemes focus on classroom verbal analysis, i.e., the actual

‘utterances relayed between teacher and students during classroom dialogue.

Through an analysis of the component parts of discourse as well as their
patterns and ‘sequencing it is believed that an understanding of their

- pedagogical significance will result.

Among those schemes developed for L2 classroom use which include
aspects of discourse analysis are several schemes which focus on specific
aspects of the classroom interaction: individual language learners and
teachers' differential treatment of good and poor learners (Naiman et al.,
1978) ; teachers' treatment of error with individual learners (Chaudron,
1977) ; the multidimensional nature of verbal,interaction between the |
teacher and pre-selected individual students/ (McEW@n, 1976). In the |
last mentioned study by McEwen, three cate dfy dimensions are developed -
content, thought and verbal functions. Observations on these three
dimensions are then correlated with the aptitude, attitude and achieve-
ment scores of the students observed. Since all these schemes require
that ‘certain students be delegated as good/ or poor learners and that
observations be limited to those students, they -were not considered
sufficiently comprehensive in scope to define and describe all those
teaching behaviours occurxing in a single class and in different teach-
ing settings. o - : 16 -
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Perhaps the most comprehensive scheme to date for L2 classroom use

0 has been developed by Fanselow (1977). It is a complex system called

FOQUS (Foci for Observing Communicavions Used in Settings), designed to
megsure the effect on learning of particular communications. Using the
concept of communicative 'move' types (Bellack, 1966) as the basic unit
of analysis, the FOCUS system notes five characteristics of communica~
tions: the source, the medium, the use, the content and the pedagogical
purpose. Fanselow (1977) describes FOCUS as a system in which

"..:pommunications...aré“seen.as a series of patterned events
in which two or more people use mediums such as speech, ges—
tures, noise, or writing to evaluate, interpret and in other
ways communicate separate areas of content such as the meaning
of words, personal feelings, c¢. classroom procedure, Sor one
of four pedagogical purposes: structuring, soliciting, res-
ponding and reacting. Therefore FOCUS™ distinguishes five
characteristics of communications: the source, the medium,
the use, the content and the pedagogical purpose." (p. 19)

This conceptual framework, as well as the set of terms used to
organize and classify communications between teacher and students, pro-
vided the “asis for the observation inﬂifument developed for the specific
purposes of the present study. .

A classroom observation scheme, the Language Teaching Record Scheme

- (LTRS), was developed during Year One of the project and tested in twenty

classrooms of French as a second language. In Year Two the scheme was
revised, modified and again applied to second language classrooms, this
time including classrooms in the alternate, semestered, enriched and
immersion programs: The scheme is based on the assumption that teachers
differ in the frequency with which they use specific teaching behaviours,
in the ways in which these behaviours are combined and in the various
features ascribed to each.

The LIRS was intended as a research instrument capable of an objec~
tive description and analysis of language teaching in a variigty of
language teaching situations. The scheme will not oversimpI'ffy issues by
referring to methods or appreaches but will attempt.to differentiate
specific observable behaviours that odcur over a broad range of possible
language teaching situations.

Language teaching/learning'situations are conceptualized in terms

of an Input-Procest-Outcome Model shown in Figure 1I~1. Input consists of three

factors: the :teacher, the student and the context. The  teacher, bringing
his own personal characteristics, background, language training, attitudes
and so on, into the language teaching situation, molds and directs the
teaching/learning process to a great degree. The student likewise brings
his own personality traits and attitudes as well as his personal language
learuing strategies ( see Chapter V ) to the learning task. The context,
or social environment, refers to therattitudinal values of the community
at large towaris the L2 community. These generally-held attitudes are

translated into moral and financial support given to the L2 programs within
the school, factors which greatly influence the performarce of both teacher

and students in the classroom.

¢

Insert Figure II-1 about here
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Process refers to the classroom interaction itself, specifically
the verbal commurnications and those non-verbal communications which act
as verbal substitutes, relayed between the teacher and the students.

Outcome refers to the language learning, with respect to both com-
prehension and production skills, which occurs as a result of the teaching

process and classroom interaction.

The Process variable, classroom interaction, is the major focus for
the present study. The Process wWill be examined on two levels of detail:
first, in general terms by an analysis of the teaching activities which
provide a framework for the interaction; and secondly, in greater detail
by an analysis of the classroom interaction based on principles of discourse

analysis.

Analysis of Teaching Activities in the Second Language Classroom

Pedagogical decisions at :pe upper 1evels of educational adminis-
tration (i.e. overall L2 wurriculum within the school system and course
outlines for one year or semester) are usually made outside the sphere
of influence of the individual teacher. Decisions on the daily level,
however, as to lesson plans and type of activities encouraged during a

-lesson .are the direct sphere of the individual teacher during a lesson.

Active participation in language teaching pedagogy begins then for the
classroom teacher with the preparation of a daily lesson plan and the
selection of appropriate activities during that lesson.

Overt behaviours occurring during these teaching activities are
the actualization of the teaching/learning process which is central to

del. By analyzing these activities with reference to certain

common basic features, it is possible to produce a general index to
describe the teaching/learning process as it oecurs in a specific

‘classroom.

For the purpose of this analysis, activities are defined as distinct
teaching/learning units, introducad by the teacher for the purpose of
increasing student competence i the second language. They are charac-
terized by two basic features, Skills developed and Strategies employed.
"Skills" refere to the communication skills, either aural/oral or
written, which the activity has been designed to. develop. "Strategies"
refers to ‘the type of language practice emphasized by the activity,
either formal or functional (Stern, 1974, 19783 see also Chapter V). The
sub-categories of "Skills" and "Strategies" are defined as follows:
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Skills ~ (1) Aural/Oral - listening and speaking activities carried

out mainly through use of the spoken word.

(2) Written -~ reading and writing activities based mainly
on the written word or phonetic script.

-

Y

Strategies - (1) Formal

o«

Practice -~ laﬁguagé used to promote explicit knowledge‘
about the L2 system, where manipulation of

elements of the L2 code is of prime concern.|.

Language use results not fxom a need to
lnow or an interest in the information for
its own sake, but merely as a practice )
vehicle for the correct forms used to con~ .
vey such information.

(2) Functional "
. Practice . = language used in commumicative situations
' ' where the conteit or ideas transmitted are
of primary interégt, with secondary emphasis

on correctness of form, . .

.

A combination of the.two basic features of an activity and the two

sub~categories of each feature gives a two-by~-two matrix yielding four
cells: Aural/Oral - Formal; Aural/Oral - Functiocnal; Writtem - Formal;

and Written -~ Functional.

"§KILLS
o Aural /foral ' Weitten
E Formal Practice o Formal Practice
3
30 . N
£ Bural/oral Written :
@ Fun:tional Pngctice Functional Practice

1
i

change occurs in either the Skills or the Strategy, or both, resulting

in a change of cells,

Each activity‘is\gqucated to one of ﬁhese four cells. When a
new activity is registered.

For the actuai coding of classroom'éctivitiea a slight elaboration

of this simple matrix was required. Since the duration of classroom
periods varies from 20 minutes in the elementary Core French programs

to 90 'minutes in secondary Semestered programs, it was necessary to
record the time span of each activity not only in minites' duration

but also as a percentage of total class time. The aciivity was therefor.
recorded according to its time duration, and its percentage duration-in
relation to total class tise available as shown in Figure II-2.

..L%”7~ 3[59

e . Ingsert Figure 1I-2 about here
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As a practical exauple of allocating activities to the four-cell

., matrix, consider a French immersion classroom segment presenting a

* science lesson on photosynthesis. The teacher begins the lesson with
an oral explanation of the process of photosynthesis. He continues by
questioning students orally on the text. He interrupts the oral question-
ing to review vocabulary items related to the topic and to conduct a
short phonetic drill.on the same vocabulary. He then returns to the
general discussion of the topic and ends the lesson by instructing
students to complete written answers to questions in their workbaooks.

. This classroom segment would be divided into three distinct activi-
ties, with Activity 1 (lesson on photosynthesis) being sub-divided into
two segments by the intrusion of Activity 2 (vocabulary review).

No. Description Skills Strategy

T

1 (a) Sdience lesson on photosynthesis | Aural/Oral |Functional

2 “| Vocabulary review and phonetic
o | drill Aural/Oral |Formal
) 1 (b) |Return to lesson 1,(a) Aural/Oral Functional
3 Writtex exercise . Hritten Functional

Having distinguished classroom activities according to their two
basic features and entered thém on the matrix according to the percen-
tage of lesson time spent on each activity, a general profile of the
lesson based on activities can be prepared. Further observations taken
over a number of lessons would then provide a general profile of the
teaching/learning process as it occurs in a particular classroom based
on activities. A profile of this type can then be compared to a similar
profile obtained for other claSsrooms operating within the same program,
in different language teaching settings, at different points in the
language course, and with students of differefit age levels.

P

An activity analysis compating two language classes which occur in
two distinct language teaching settings will be presented later in this
report. o

‘Given the complexity of the teaching/learning process, this genetal
dctivities profile leaves unspecified many potentially relevant aspects
of the classroom dynamics. Thus, it is necessary to include in the
analysis a detailed consideratiod of classroom verbal interaction.

! Anélysis of Verbal Interaction in the Second Language Classroom

In any analysis of language teaching procedures a distinction must
be made between what is to be taught and how it is taught. To accommo~
date this distinction, we see the teacher as operating im two distinct
but complimentary spheres of organization, the pedagogical arid the
ERIC . ‘linguistic. within the structure of an activity, shown in Figure I1-3.
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Pedagogical organization refers to the conscious manner in which the
teacher breaks down the content material into appropriate units for
presentiition to the class. We have called these content divisions
'theme' and 'topic'. —Linguistic organization refers to the "téacher's
conscious or urconscious organization of language which acts as the
vehicle of communication for the content material presented. The sub-

-categories in this sphere are the communicative 'move' and the ‘'discourse

function'. These two spheres of organization interact and overlap to
a certain extent as they provide two diffetent perspectives on the same
linguistic data. .

Insert Figure II-3 about here

-

A. Pedagogical Organization

The content material presented during an activity is divided into
smaller conceptual units for class.presentation according to major and
minor thematic changes which we have labelled 'theme'’ and 'topic' res-
pectively. The relationship is hierarchical: an activity is composed
of one or mere themes, and a theme is composed of one or more topics.

A change in theme results from a major change of focus in the content
under discussion, or from a shift iz attention from L2 content material
to student discipline or to classroom administration. A change of topic
within the theme results from a minor change of-focus in the content or
from a change in the manner of treatment of the theme material (i.e.,
lecture, question-answer, drill}. . s % a

To illustrate. the following lesson segment taken from a Grade 6
Core French class hés been divided into theme and topics. Six topic
divisions. are identified within three theme divisions, all occurring
within the same formal, oral. teaching activity .focusing on vocabulary

review. ,

»

Pedagogical Organization cf One Activi:y During a Grade 6 Core French Lesson

-
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Activity Theme Topic Segment
‘ Vocabulary { 1. cCalendar {1. Days of IT Aujourd'hui c'est quel jour?
Review Date Week C'est quel jour?
) '
S C'est mercredi.
! T Oui. Nommez les sept jours...
Danny. ¢
$ Lundi, mardi, mercredi, jeudi,
vendredi, samedi, dimanche.
o ) .
’vﬂr- Trés bien. .
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Activity

Theme

Topic

Lesson Segment

L}

2.

Holiday

1

. 2.

3.

4.

10

Months of
the year

Phonetic
DPrill .

Today's
Date

Valentine
Day .
(Picture
cues)

o
Co\ ]

A, nommez les cing. mois. Ouilf

‘~

Septembre, octobre, novembre,
décembre, janvier.

.
Oui. Aujourd'hui clest
janvier? Oui ou non? C'est
janvier? .

" Non, ce n'est pas janvier.

Oul, c'est février.
Repetez: f£é

fe

£€ - comme ¥a.

£é

février

février

C'est quelle année?

Dix neuf cent soixante

Oui. Alors quelle est la date
compléte?

C'est mercredi, le quinze
février, 1978.

Trés bien Benny.

Ah, hier c'était quelle fE8te?
Comment s'appéle la féte?

Saint...Saint Valentin.

Trés bien, Saint Valentin. Et
qu'est-ce que c'est? Oui.

un coeur

C'est un coeur.

. C'est un coeur.
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13.

Activity Theme Topic Lesson Segment
I B o T Oui. Et ga?
S C'est un cupidon:
3. Weather |1. Review of | T Ah, quel temps fait-il?
idioms )
(picture S Il fait beau. \
. cues) _
T Oui. Quel temps fait-il
S 11 fait du vent.
T Uh huh. Quel temps f_ t-117
§ 11 pleut. ‘
T Oui. Chest ga. (\\:>
F- - ) oy
Although an analysis of lesson‘segments in terms of co divisions

of this nature may hold interesting pcssibilities for the description of.
teaching materials, it will not be dealt with in any further detall im
the present study. .

The main area of interest o this project is the second sphere of
organization, the linguistiec organization of classroom interaction. As
we have stated previously, it is now accepted that even those teachers
following the same program, using the same teaching materials and engag-
ing their students in similar activities may still differ greatly in the
manner in which they actualize these elements in the classroom. It is
then through a detailed examination of the verbsl interaction of the
classroom, the style and tone of communications between the teacher and
the students, that we may gain insights into the very real differences
which distinguish one teacher from another aiid allow us to identify
specific behaviours which adequately describe thé particular teaching
process under observation.

B. Linguistic¢ Organization

The Language Teaching Record Scheme (LTRS) developed for this
projec: follows from two current systems of analysis, that of Sinclair
& Coulthard (1975) and Fanselow (1977). Both these systems are based on
the assumption that classroom discourse is a set of highly structured
rule~-governed behaviours (Bellack, 1966). This reguliarity permits a
hierarchically structured analysis of classroom discourse.

The LTRS posits a hierarchical relationship between the smallest
wnit of analysis, the 'discourse function' and a higher order unit,
the communicative 'move'. Thus, one or more discourse functions may
occur within a single move type. The patterns and sequences of move

. types'provide the structural framework of the discourse.
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The basic unit of the present analysis, the discourse function, is
a speach segment which fulfills a specific message-bearing role, such
as providing information or clarification, expressing acceptance or
rejection, or giving an evaluation. It is the intended message of the

communication rather than the formal struéture that establishes the
"function" of the speech segment within the discourse. Thus, in gram-

matical terms a discourse function may consist of a clause, a sentence
or a string of sentences provided that only a single communicative
function is represented. For a description of the discourse functions
found to be significant for L2 classroom discourse in cur classroom
validation procedures, see Appendix A,

Superordinate to the discourse function is the communicative move.
The term 'move' as a unit is discourse analysis was used first by
Bellack (1966) and later by many others (Sinclair & Coulthard, 1975;
Fanselow, 1977) to indicate a block or unit of spoken discourse whose
sequencing structures the coherent progression of the discourse. -The
concept of the "move' in discourse analysis reflects the principle that
the production of coherent discourse is possible betause of a basic set
of shared rules about participation in the discourse. As in a game
situation where one player follows another in a set, patterned sequence,
so in discourse, each participant makes certain 'moves' which‘:are acted
upon by other participants in an orderly progression. This Creates a
sequence of coherent units in which each participant is able to recog-
nize his role in the interchange and tn realize what is expected of him
in or@gr to continue communication.

The four communicative moves in thia system of analysis are Initi-
ating, Soliciting, Responding and Reacting:

laitiating: Initiating moves structure or set the context for
subsequent interaction between students and teacher.
An iaitiating move may indicate procedures to be
followed, present the theme to be discussed or
provide introductory information on the theme.

Soliciting: Soliciting moves require a response from the person
addressed, either a verbal or non-verbal response.

Responing: A responding move occurs following a soliciting
move, that is, it is an answer to a previous
question or the performance of a requested task.

Reacting: Reacting moves modify, supplement or evaluate a
previous message. They may follow a previous
' initiating, soliciting or responding move but are
not directly required by any of these move types.

More than one discourse functicon may occur within a single move
type. For example, within an Initiating move the teacher may issue an

14.

administrative directive, provide information on the theme to be pursued,

and issue a disciplinary directive before making a Soliciting move:

o
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Discourse
Move Function Lesson Segment

b i

Initiating | administracive Ouvrez vos cahiers 4 la page Z0

directive s'il vous plaft.
. ]
. informative " Aujourd'hui nous allons regarder
*3 le ‘devoir sur le conditionel.
| { diseiplinary | Et quand vous voulez parlez vous
i directive levez la main, vous ne criez pas.
1]
,*j Soliciting | specific Maintenant, quelle est -la réponse
information pour le numfro un?

¢ —

Many discourse functioms will alwayg occur within the sane move
type. The functions of accepting, rejecting or correcting, for example,
must necessarily follow a previous verbal stimulus so they will always
be classifled as Reacting woves. Some functions, however, are less res- -
tricted av to move type and may vary as a funcrion of their position in
the sequence of the discourse. The discourse function 'repetition' for
example may occur as a Soliciting, Responding or even Reacting move

- according to its placement in the discourse.
Y o The discourse function 'clue' may also occur in different move
~ types. Aware that a‘student is in difficulty before a response is
attempted, the teacher may provide a clue by giving an additional
plece of information on the topic (an Initiating move), or the teacher
may provide a clue afte.~ the student has made an incorrect or incomplete
- response (a Reacting move).
-
Al y— .
- T ove Discourse Function Lesson Segment
—— P ).
. Su:icit Specific Information T Pouvez-#ous conjuguer le verbe

*sortir! au passé composé
s'il vous plalt, David?

(silence indicates difficulty)

T a

R Initiate | Clue T Souviens-tui qué certains verbes
: sont conjugués avec le verbe
'avoir' et d'autres sont conjugués
avec un auatre verbe.
e
: Solicit Specific Information T Quel est cet autre verbe?
- _ | | ‘
Respond Incomplete Response S Il sort? 1
React Clue T Pour le passé composé il faut

employer l'au dliaive plus le
participe passé.

= . 925




N
N It is hypothesized that the relationship between discourse Eunctiona
: and their sffiliated move type is fixed for a majoricy of functions and
. that only a.few functions will show flexibility of move type depending
% on position in the sequence of the interaction. The functions are listed
.‘j below with their proposed move type affiliation. This hypothesis will be

‘tested and results reported in Chapter IV of this report.

B Lingufstic Structure of Classroom Discourse
‘ .-
Discourse Function Move Type
I.1 informative - —— I. Initiate
- 1.2 administrative directive
- 1.3 disciplinary directive
- 4 I.4 social formality |
_ I1.1 ‘spec'fic information — II. Solicit
I1.2 general information -
I1.3 modelling
I1.4 reading
- "II.5 clue
Y 11.6 clarify
- I1.7 verify

I1.8 translate

II1.1 complete response — III. Respond
II1.2 incomplete response . :
II1.3 repetition

-

IV.1 accept — IV. React
: iv.2 reject
= IV.3 positive evaluation

IV.4 negative evaluation
IV.5 explicit correction
IV.6 implicit correction

IV.7 comment -
IV.8 noise:
IV.9 1:. hter —

Three additional éoncepts must be introduced to the analysis of
classroom interaction. These are Source, Target and Modality, represented

in Figure II-4.
Insert Figure 1I-4 about here

BPY ORI TN W |

Source refers to the person(s) speaking: (l). teacher;

(2) student; (3) group of student+; (4) the entire class; or (5) a
secondary source, i.e., a nou-personal; technical means of communication .
such as text, tape, radio or television. Target refers to the person(s)
addressed: (1) cteacher; (2) a single student; (3) a group of students;
,13 or (4) the entire class. Modality refers to the overall mode of commuri-

. cagtion by which the message is transmitted: (1) verbal, indicating the
use of the spoken word as the vehicle of communication; and (2) non-verbal
_ indicating the use of any means of communication other than the spoken
. - word including written text. (Since the concern here is with oral

26
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discourse written text and other written representations oﬁ language .

. - play a seccnﬂary role and, therefore, have been designated ‘as non~verbal . g

. " modes of comsunication.) s . L -
| For Modality, each of the Verbal and Non-verbal modes are' composed +
: of two sub-categories called ‘'wedium'. - In the Veibal Modality, medium o

refers to the language in which ‘communication occurs: (1) targect-lingual,
indicating the use of the L2 being learned, and (2) other-lingual,
indicating the use of any cther ldnguage (usually the native language of .
. teacher and students). 'In the Non-yerbal Modality, medium again has two '
. sub~categories: (1) .physical, indicating any body movement, gesture or- ' * —
facial expression which acts as .3 substitute for the spoken word, and

-t {2) visual, indicating the use of any type of visual aid including .
*e . - written text, on its own or in, conjunction with the spokep word, to i_
convey the communication. . "\ f

. e . '.~- - ' ¢ - A.' t

. The aspects of discourse functions and their sub-categories can be '

listed as follows:’ i

i
. . - . . L_

SOURCE _ 'MODALITY 7 ° ' | TARGET &
Verh&l. . Non-verbal - . ,

, 1. Teacher - $#1. Target- {1l. .Physical | 1. Teacher L . |

: ' 1ingual - ' .
2. Student 2. OQOther- 2. Visual -{ 2. " Student -~
lingual o R

. - \ o T §

. ’ ¢

3. Croup * 3. Croup -
4. Class : 4 4. Class tf

5. Secondary : & .

Source

A classroom coding sheet was then formulated. The coding symbol
for each discourse function (listed in Appendix A) ‘s entered under the
appropriate move type column. The symbols are entered vertically on

, the sheet throughout the duration of the class segment under observa-
tion. At the same time, the use of any Non-verbal Medalliy accompanyinyg
. the discourse function 1is noted as the tape recorded lesson segment will

- ———— s e

- -

not cepture this inforwmation. See Appendix C for completed cod- . ;
ing sheets for Core and Immersion classes respectively.’ &_
N o

* ‘ .
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Teacher
Context
Student

Figure II-1. Model of thé Teaching/Learning Process
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SKILLS

i

r

STRATEGIES

. &
Formal »
Practice

Functional .

Practice

Total:

" |Grand Total:

|

e e 2 ' o et g 7 b e e’ o gttt
1

Written
] Activity No. Time Total
[ |
1 .
|
!
Figure I1I-2., Matrix for Activity Analysis by Ski;ls and Strategiess <
: - T Y 2 Bee
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AC TIVITY
-~
A. Pedagogical Organization | B. Linguistic Organization
' -
Theme Move ’
. ‘ ' . Discourse
Topic ' Function

) _ R
. Figure I1I-3. Pedagogical and Linguistic Spherqs of Organization

K . Within a Teaching Activity
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* Target-lingual A

~ “Other-lingual \\\\E; ' !
L .c ’ " . :

MODALITY

Physical
o

NON~VERBAL

‘\\\Visual_

- .

Figure II-4. Source, Target and Modality Aspects of Discourse
Functions
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i Chapter 111 L
/ ‘ ?
o i v
RO ‘ A Comparison of Teaching Activities in ‘ :t
: Two Distinct Language Teaching Settings , ' -
. - L . W
Two distinct language teaching settings were chosen for comparison
using the LTRS; the regular Core French program and the French Immersion -° o
program. Two classes, both at the Grade 6 level, were observed and tape .
recordings of the lessons were made. " The lesson observed in the French " Lo
Immersion program was a lesson in French Language Arts. The lesson tapes '
were transcribed into typescript for analysis, first in terms of the . -
. .activities carried out,. snd secondly in terms of the linguistic organiza-
tion of classroom interaction.
’ i
£"
- - | S,

Grade 6 - Core Program.’

_ The use of the term 'Core' French or 'regular' French refers to the

- traditional programming of French as a second language in periods of -
either twenty, thirty or forty minutes per day within the English lan-
guage school program. The class observed in this study received thirty
_minutes of French per day, five days per week. The students were in
their first year of French language study.

... The lesson typescript (Appendix B) was divided into activities accord-
ing to the two basic features of Skills and Strategies. "Skills" refers
to the aural/oral or written.language skills emphasized by the activity;
"Strategies" refers to the type of language practice, either formal or
functional, for which the activity is used. The two basic features and
the two sub-categories of each yigld a four-cell matrix, as described .

. earlier (page 9), . - . .

Four majér activity divisions have been identifed for the Core pro-
gram lesson: 1) Opéning remarks; 2) Review of vocabulary and idiomatic
expressicns; 3) Question-answer sequence; and 4) Alphabet drill. Twelve
thematic divisions have been identified within the four activities and
are listed below. Topic divisions based on minor divisions of content
material are not reported here and will not be dealt with in the present
analysis. They have, however, been listed in Appendix B.

- :1 " L} r-w‘m
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Activity No. - Theme | Description
1. ) OPENIQG REMARKS
1.1 ' ‘Social formalities
2 . - REVIEW OF VOCABULARY & IDIOMATIC
EXPRESSIONS -
' 2.1 . Calendar date
_ 2.2'. i Holiday (Valentine bay)
. : . 2.3 o | Weather
2.4 Calendar date
2.5 i Numbers
2.6 . Time
2.7 Academic subjects |
2.8 Action verbs
2.9 Negativé 'ne...pas'
3 ’ ) ‘ QUESTIO&-ANSWEk SEQUENCE
) 3.1 ‘What do you do at school?'
4 _ ALPHABET DRILL-
4.1 Alphabet

We can now place these four teaching activities on the four-cell |
matrix according to the number of minutes and the resultant percentage
of total class time devoted to each activity ag shown in Figure ILI-1.

Insert Figure 1II-1 about here

Grade 6 - French Immersion

The 'French Immersion' program refers to a form of schooling whereby
Anglophone children are taught all or part of their school curriculum
through the medium of French, their second langusge. The students
observed in this etudy were in their sixth year of a French Immexsion

. program which had begun 8&s a total immersion experience in Kindergarten
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and progressed to a partial immersion situation at the Grade 6 level'
that is, 50Z of their school curriculum is now taught in French and
50% in English.

It was felt that the decrease in the use of French durigg the schoel '\
day and the overwhelming importance of English in the generar environment
was seriously reducing the' students ptogress in Frénch;’ A farm of "inter-
language'’, a non-nhative form of the language suited patticulaﬁly to clasg- ~
room situations, had developed (Selinker et al., 1975).. To ed@ourage the
students to continue their progress towards a more native-like proficiency
in French, the program of French Language Arts was implemented The class
observed in this study was one of the French Language Arts classes.

Divisions into activity and theme were made based on the typescript
of the recorded lesson (Appendix B).:

Activity No. Theme Description
» — - -
, 1 . . OPENING REMARKS :

1.1 : Discussion of operetta
1.2 ‘ Discipline
1.3 . Repeat: discussion
1.% ( Administration
1.5 Piscipline
1.6 : Management

. AN
1.7 Repeat’ administratian

~
/
2 ‘ CORRECTION OF TEXT

2.1 Reading of text
2.2 Correction |
2.3 Discipline
2.4 Correction
2.5 Administration
'2.6. ' Correction
2.7 | Discipline
2.8 Correction

35
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Activity No. Theme L\t' Description
2.9 . | Discipline '
2.10 ‘ Correction
2,11 - Administration
2.12. ' geview of entire text
2.3 Adninistration
3 o _ ' CLOSING CONVERSATION
3.1 - Student-initia:ed discussion of
newspaper "
' 3.2 Discipline .
3.3 . Administration !
3.4 ' Repeat: discussion .

The activity distribution by Skills and Strategies is shown in ~
Table III~2. .

Insert Table I1I-2 about here

From the division of the two typescripts into their component
parts of activity and theme we note that the structural organizdtion
of these two classes is much the same. Tifere is similarity both in the
numbexr of major activity divisions and the progression of these activi-
ties in the teaching of the lesson. The Core class has been divided
into 4 activities while the Immersion class has been divided into 3.

Both classes begin with a Functional, Aural/oral activity, which
we have called 'Opening Remarks'. However, in the Core class this
activity consists of a very brief .5 minute segment, or only 1.6Z of
total class time and consists merely of a statement of the formality
'Bonjour' by the teacher and a repetition by the class in unison. In
the Immersion class, 12 minutes, or 24Z of total class time is devoted
to this introductory activity. ' \

The second activity is the major teaching segment in both classes.
Moreover, in both classes this activity is classified on the parameter
Strategy as Formal Practice, indicating formal attention to second
language (L2) forms and structures. The Core class devotes 66.7% of
class time to this major activity, 'Review of Vocabulary and Idiomatic
Expressions'. The Immersion class devotes 60X of its class time to
this second activity, 'Correction of Text'.

On the activity parameter of Skills, hsraref, the two classes
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differ. Whereas the Core class continues in a totally aural/oral mode,
the Immersion class focuseés on the written form of the L2. These two
activities exemplify one of the most obvious differences between the
teaching which occurs in the. two classes. Since the Core program
students are beginners in French language study, their knowledge of
vocabulary and syntax is necessarily limited. For this reason the
teacher concentratés almost exclusively on the oral presentation and
practice of vocabulary and idioms and makes little attempt to encourage
the students to use known vocabulary and structures freely. The Immer-
sion class students on the other hand already possess a large corpus of
vocabulary items, certainly in relation to the classroom environment,
and their attention is now being drawn to the written representation of
those known vocabulary items and L2 structures. \

The third activity in both classes is a Functional Aural/oraL
activity. It must be pointed out, however, that in the Core class,:
although a certain amount of freedom of choiceé in the ideas presented
and the form in which they are presented allows us to classify the
activity as Functienal Practicde, it remains completely teacher-directed
and repetition-oriented. It consists of a brief question-answer series
which occupies 5 minutes, aor 16.7% of class time. 1In the Immersiqn
class, this activity, 'Closing Conversatjon'’, 1§ also brief, occupying
8 minutes, or 16% of total class time. However, in this class the
activity becomes a truly functional exchange with a great deal of freedom
in the student participation: the . topic of conversation is introduced by
a student; the convetsation progresses largely through student questions

. and. responses; thefe is a ‘great, deal of student-student interaction on -
" the topic; and most importynt, the topic is one cha; holds real interest

for the students, the upcoming preparation of a achqgl newspaper in French.

I thé Core class the teacher initiates a final Formal, Aural/oral
activity, a rhythmic alphabet drill, to occupy the last few minutes of
class time. In the Immersion class the teacher has no need to structure
a fourth activity since the third functional activity, the closing conver-
sation, continues with enthusiastic participation until the end of class

t‘.mec 0!

Inse:t Table 1II-3 about here

In general then, as shown in Table III-3 the organization of the
activities within these cwo‘classes along the two parameters of Skills and
Strategies is consistent with the different priorities applicable to each
class. The top priority for the Core class, vocabulary acquisition, is
accomplished through a totally oral experience in the classroowm. The
teacher's rapid progression from one theme to another as well as the use of .
fast-paced questioning and response techniques allows the students to hear
a maximum amount of spoken language and to repeat vocabulary items orally
as often as possible within the confines of a thirty-minute class period.

A secondary priority, correct pronunciation, is encouraged by frequent
repetition both by individual students and by the class in unison. The
high percentage of total class time devoted to the Formsl Practice Strategy,
83.5%, underlines the degree of attention paid to formal study of language
elements, in this case vocabulary acquisition and correct pronunciation.
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1

The Core French teacher alse indicated the importance of a third
priority, the students' enjoyment of their.French class. The teacher
atteapts to meet this priority and avoid boredom by a continual and
rapid change of theme, by the use of a variety of visual materials,
as well as the use of rhythmic imitative drills such as the oral alpha-
bet drill at the end of the period. It may be worthwhile to point out,
however, that even at the earliest stages of language learning, a need
to use the language for real communication provides an undeniable impetus
to students' language performance and to their positive attitudes in
relation to the language (Savignon, 1972). The use of amusing visual
aids, rapid thematic progression and rhythmic drills and games may still
prove insufficient to foster a ttue appreciation and enjoyment of French
in the students.

One further point of contrast between these two classas becomes .~
evident when we examine the theme divisions within the activities. In

‘the Immersion class there are 6 instances where 'Discipline’ becomes

the major focus of attention while in the Core.class this does not
occur at all. This difference may be partly explainable by the fact
that there is far greater freedom of interaction generally in the Rmmer-
sion class, ending occasionally in undue noise and disruption. The
interaction tends to be more varied: students question the teacher,
often several at a time; students often speak among themselves; students
are mwore active, i.e., distributing and collection workbooks for written

_exercises.

The uninhibited behaviour of the Immersion students also reflects a
rapport which exists between teacher and students which is not duplicated
in the Core French classroom. There are two probable reasons for this
difference: first, the more sophisticated language level of the Immersion
students gives them a degree of comfort and flexibility in language use

“whiclk Core students lack; and secondly, the role of the Immersion teacher,

as full-time classrcoom teacher, allows him to reach a degree of familiarity
with his students that is impossible for the itinerant Core French teacher
to attain. The Immersion teacher knows his students as individuals. He
is familiar with their background, personality, academic strengths and
weaknesses, extra-curricular interests, sports abilities, and so forth.
This knowledge allows him to relate to each student personally on real
topics of interest in their lives. The itinerant Core French teacher who
merely replaces the regular classroom teacher for thirty minutes a day
cannot meet the students on the same level. Moreover, the Core French
teacher gpeaks a new and stramnge language in which communication is
strictly limited to brief exchanges, mainly the recollection of one-word
items, with little or ne intellectual or perscnal involvement c¢n cither
side.
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Table 1lI-~1

Activity hnalysis by skills and strategies - grade 0 core

AURAL/ORAL WRITTEN l
" =S == = "
Activity No. | Time % JActivity No. | Time 4 'Togél
\
FORMAL 2 #O min.} 66.7
" . "‘ ‘ 81.72
PRACTICE 4 4.5 15.0
FUNCTIONAL 1 0.5 1.6 /
18.3%
PRACTI1CE 3 5.0 16.7
Total 30 min.[100% 0
 Table II1I-2
M
Activity analysis by skills and strategies - grade 06 immersiun
AURAL/ORAL WRITTEN
L JActivity No.i Time Total
FORMAL _
l 3 min. (b0, 60, 0%
PRACTICE
FUNCTTI ON ALY 25.0
40.0%
PRACTI CE 3 8 min.{16.0
. -
Total: 20 min.{40% NLQQEP. 0%
Grand Total: 50 mn.,looz
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- Table I1I-3

by 'skills and strategles

Comparison of core and 1mmerqion'clasa activities

’
Formal {Functional : -
Practice {Practice A9r3110t31 Written
) 4
" CORE 83.5% le.5% 1002 0%
IMMERS ION 60 % | 40 = 40% 60%
- t
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Chapter JdV
[

A Comparison of Verbal Interaction’in
Twe Distipct Language Teach;qg,SetLiggs

o

¢

To further explore the difierences between our sample Core French
and Immersion ctlasses, an analseig of verbal interactions occurring in
the claess was performed. The data were collected by means. of the
Language Teaching Record Scheme (LTRS) and examined in terms of the
24 discourse functions and the four communicative move types discussed . .
earlier. The. three additicnal agpecis of discourse functions, namely,
the Source of the message, th@ Target and the xodality by which the
mesgage is transmitted, were alsa documented.

[

For both the CGrade 8 Core class and the Grade 6 Immersion class a
full lesson period was observed, taperecorded, and tcanscribed. Each
"discourse function cccurring in the interaction was then coded opto a
coding sheet by placing the discourse function symbol in thé appropriate
move type column. For each individual discourse function, information
as to Source;xggfggt and Modality was also .coded by appropriate symbols.
The sanple cod¥ng sheets for each class leason are fouﬁd in Appendix .

. Y

The data were analysed by performing crosstabulawions oMihe factors
Discourse Funciion, Move, Source, Target, and Modality: ~ The rélevant
cowparisons were discourse function wish each of the oéher‘facthrs and
the interaction between move and source. qThe hypotheses were that the
discourse functions would 'horBur different distributions and frequencles
ir each of the classes, that is, they would be differedtially paired - '
with each of ‘the other factors, and that move types would display a
more flexible relationship with Source for the immersion’class than fox
the core lessgn. Thus, whereas the move 'Solicit?, may be restricted to
the teacher in the core class, it may be employed‘bﬁ students as» well in
the fmmersion class. Such differences may have . importdnr CONSCYLUnces
for the leaming process. % W 5 .

¢ .
'y : -

Mscourse Funition Usage

2

The };timary distinction between the use of discourse Yunctions in
these two settings is their frequency ol occurrence. In the Core cliasa-
roos setting, 975 dlscourse functiens were recorded within o 30-minure
lesson pgriod while in the lmmersion classroom setting, only SUQ die-
cuearse functions were recorded over a lenger 50-minute lessun period.
fhe large number of functiens in the Core program lebuen fndicates the
fast pace of the interaction tuking place.: Students experience a rapia
fire sequencing of questions and responses which provides maximum cxpo-
sule to the vocabulary and language forus under study. Tie teacher
enccurages each student te produce votabt-ulary ftems oraelly aus often
as possible by requesting short, quick responses and {requent repetiticu:.
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The effect is often hectic and hurried as a‘great amount of material is
forced within & 30-minute session. : '

The slower pace of the interaction in the Immersion class is reflec~
ted by the smaller nuaber of discovrse functions recorded. The slower
pace allows students time for reflection before antwering and promotes
more careful consideration of responses. Each function used in the
lmmersion class is verbalized im a more elaborate form than in the
Gore class; thus fewer functions are noted in a longer time period.

This is demonscrated for the function ‘'clarify’, used .to explain a
specific vocabulary item. - In the Immersion class the following exchanye
takes place: - ‘ \

S Qu'est-ce que c'ést f= 1'équilibre?,

« \
< T Ah, tu sais bien ce que c'est. L'équilibre? C'est quand...
en ce moment je suis en équilibre, alors 13, je ne suls plus
en &quilibre. "Il a perdu 1’&quilibre". (accompanied by
actions to emphasize meaning. )

In the Core class the following vdcabdlary clarification occurs:

*

T Qu'estw-ce que 'est ‘anniversaire'?
$ Birthday.

T Oud.

{

Another example, using the function ‘administrative directive’',
gives evidence of the same dibparity. With this function the teacher
introduces the activity which is to follow. In the Immersion and Core
classes respectively this function appears as follows:

Impersion: ‘ .

T Hon. Rapidement meaintenant je vous redistribue les cahlers
d'expression écrite. Nous corrigeons un texte ensemble; nous
le recogions cette fois, d'accord. Hicr nous svous fait
trés rapidement ce travail, avant de sortir hier soir. un
fait la meme chose == on va lire le wmxie -- vous saved
comment on tait maintonant.

Uitk
T Ah, nous avons un petlit jeu, un feu 'X er 0", UK.

The Coure class teacher restricts langudape use to a mitimal teved
due to the students' basic level of competence. Sentence stluctufe is
simple, functieonal, without digressions. Questions ure brief, treguentiy
followed by a single-word response and exuct repetitiun.  ine Twmersivn
teacher on the other hand expands, elaborates and digresses using lan-
guage in & natural and expanded manner.  The tollowity interactactsy
exenplify these tratts: '

¢




Immersion: -

™

T

Pos. Eval'n.

Disciplinary
Directive

Pos. Eval'n.

32.

e

Oui, c'est trés bien.

Je répete, James, que pour que l'enregistrement
.;soit utile, on évite de faire des bruits par,
‘comme tu es en train d'en faire.

Tu n'as pas -
touché 3 ton cahier. :

Qui, Anne. Anne 2 absolumert raison.

Comment Andréa a répété 3 la dernildre phrase qui étalt
copiée au tahleau. Clest "soudain le feu est
passé au vert" ct Andréa a' continué en disant
"le feu est passe au vert quand le vieux
monsieur a 1iché le poteau 11 a —

Implicit

Correction Ah, c'est pas...

- S Response Oh--"aussitot qu'il a 18ché le poteau"
. 4

T Accept Oui, «’est ga.
Core:
T Spec. info. Qu'est-ce qu. c'est? Jason. (plcture cue)
S Regponse Matin.
T Explicit

Correction Le matin.
S Reperition Le matin.
T Accept Qui.

Spec. Info, Et ga? Danny. (picture cue)
S Response L'aprés-mid1.
T Accept Uh huh (nodding).

One further point to account for the frequency difference between
the classes is the nature of the two lessons observed. The lmmersion
class is involved in a written composition lesgon which {nvolves a
certain amount of reading of text, beth betore and after correction.

Thus, a single function,

'reading', is recorded; however, the actual

time spent on that reading may be somewhat grester than the time required
for the production of certain other tunctions.
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P£:§;rns of Discourse Function Usage

Let us consider in more detail the relative usage of each discourse
' function within the Core and Immersion classrooms as shown in Table IV-1.

Inserf Table Ile'abaut here

1. Informative: a very small percentage occurrence of this function
was recorded with the Core class (1.1%); however, only a slightly
greater percentage occurrence was recprded with the Immersion
class (1.8%). This function was not Pelied on heavily by teachers
in either setting tv orient students towards the lesson topic or
to lead into lesson material.

2. Administrative directive: this function seldom océurred in the Core
3 . class (1.2%). However, in the moré flexible progression of the
Immersion class, 12.72 of functions were of this type.

£ ) . .

3. ' Disciplinary dixpctive: this function was never uttered in the Core
class under observation (0%) but occurred regularly in the Immer-
sion class (4.6%) as the teacher dealt with an exhuberant class.

4. Soetial formalities: this function was not a common feature of
either segting, occurring very briefly in the Core class (0.6%)
and not at all in the lmmersion class. The social contacts and
comments which occurred in the Immersion setting occurred _in the
form of general questioning rather than as standardized social
formulae.

5. Specific information: this was the function relied ofi most heavily
by the Core class teacher for the advancement of the lesson (17.7%).
The Immersion teacher relizd on specific questioning to a lesser
extent, only 10.9% of the functions being of this type.

6. Ceneral information: the situation was reversed here in relation
to the previous function. While the Core class exhibited only 2.9%
general questicning, the Immersion class exhibited 6.1%. The in-
creased amount of general or open-ended questioning occurring in
the Immersion setting indicates a somewhat greater opportunity for
individual student contributions to the interaction and c<reative
language use.

/. Modelling: this function whercby a linguistic model is provided
for imitation by students, occurred only in the Core classrooem and
to a moderately high degree (3.6%) in relation te sost other dis-
course functions. This technique may be necessary in the carly
stages of language learning. The classroem teacher is usually the
sole model of native-like proficiency in the L2 available tu the
students and therceforue must encourage the developnont of aocurote
pronunciation and intonation patterns in the students by madelling.

g€. Reading: due to the fireliminary =tage cof language learning of tha A,
Grade 6 Core class, reading was not an integral part of their lan- )
guage learning program. The aural/oral course concentrates heavily
on listening and speaking skills with written L2 forms introduced
much later in the program. In the Immersion class, however, 8.6%
of functions have been coded as 'reading'. In this-class, a written




LY

composition was being corrected and\students' attention was being
directed to written L2 forms. Each sentence was read aloud both
before and after correction. k

-~

\
9. Clue: both classes exhibited minimal use of this function (0.8%).
. In the Core class, clues to aid respon§§s were generally presented
in visual form via flashcards, clock face, or situational pictures.
Since the students' level of vocabulary comprehension is still very
limited, it is reasonable that visuval stimuli or clues are more
effective than oral clues. In the Immersion class, neither grammar
nor cross~lingual clues were exhibited to any great degree.
\

10. Clarify: this function was never exhibited in the Core class where
questions were formed simply and explicitly, requiring no
clarification, rephrasing or explanation. The ‘function was, however,
exhibited to a small degree in the Immersion class (2.0%).

11. Verify: again a function almost never experienced in the Core class
+2%) but exhibite®, occasionally in the Tmmersion\class (1.5%).
to the increased complexity of language use and: general question-
ing techniques employed, verification of comprehension was RECQSSQ{y
on occasion. |

'12. Translate: this function seldom occurred in the Core tlass (1.0%)
and never occurred in the Immersion class. Both classe§ were con-
ducted completely within the framework of the L2 without resorting
to comparisons between L1 and L2 via translation.

13.. Complete response: In the Core class a high percentage of all
function- -oded were classified as 'complete response' (18.1%)
that is, . sponses in which the minimum information required by
the previous question was provided by the respondent. The Immer-
sion class exhibited a similarly high percentage of complete
‘responses (14.5%).

14. Incomplete response: a greater percentage of incomplete responses
was recorded in the Core class than in the Immersion class, 8.2%
and 3.8% respectively. ' This difference probably reflects the
difference in proficiency level of the two groups of students.

The Core students, beginners in French, may misunderstand a question
or simply be unable to formulate an adequate reply to a question.
The Ymmersion students with their greater knowledge of the L2

should have less difficulty in formulating appropriate replies.

15. Repetition: the heavy use of repetition in the Core class was
reflected by a high 13.7% of total functions while in the Immer-
sion class 1t was a low 2.0% of total functions. These figures
emphasize the reliance of the Core classroom teacher on pure
repetition to promote students' mastery of .2 vocabulary iters
and idiomatic expressions.

16. Accept: this discourse function is a neutral, non-evaluative
form of acceptance, simply a 'oui' or 'bi~n' following a response
wi'hout further comment or any affective overtones. It made up
17.6% of total functions in the Core class, and 6.9% of total
functions in the Immersion class.
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17.

18.

19.

20.

21.

22,

23.

24,

o

\

Reject: in the case of the veject function, also a neutral or
non-evaluative reaction to a response, the usage was similar in

the two classes with only slightly higher usage in the Core class
than in the Immersion class (2.5% and 1.8% occurrence respectively).

Positive evaluation: with respect to this function which indicates
praise or comment of a positive nature following a respomse, both
classes were similar in usage with 3.6%Z and 3.8% occurrence re-
corded in the Core and Immersion classes respectively.

Negative evaluation: not a single instance of this function was
recorded in either class. The teachers in both settings thus
tended to resort to positive reinforcement and encouragement rather
than negative evaluation of a response.

Explicit correction: this function indicates that the respondent
has been provided with the correct form after having difficultry
completing a response. This form of correction was used to a
limited degree in both the Core and Immersion classes, 2.2% and
2.5% of total functions respectively. :

r
Implicit correction: this function indicate: that the respondent
is encouraged to self-correct by the questioner who merely Tocal-
izes the error by repetition of the response with emphasis on the
incortect aspect, for example, without actually giving the correct
form of the résponse. This function was used to a greater extent
in the Immersion class than in the Core class, 4.3% and 1.7% of
total functions respectively.

Comment : "hia important function refers to the use of any elabora-
tion on a response. It may provide additional information to the
response or synthesize previously given information. It was seldom
used in the Core class (1.1%Z), although more frequently in the
Immersion class (7:.6%). The use of a general function such as

this is crucial in the second language learning classroom. It

is through the experience of geneéral language use that students
gain flexibility in comprehension and production. If classroom
language use is restricted to a largely formal pedagogic sequence
without the addition of spontaneous exchange of information and
flexible patterning of functions, s@ludents will remain unaware of
their use.

Noise: while not strictly a discourse functien, this aspect of
the classrcom interchange proved to be an important one, especi-
ally in the lmmersion class where it was recorded as 3.3% of
total functions. - -

Laughter: this function was recorded in the Immersion class to a
gsmall extent (0.5%), and was never recorded in the Core class as
an important feature of ihe interaction.

35.
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gnascioning Techniques in the Two Settings

In the Core- claﬁaroonyrecall of information questions in which a
single correct answer is sought dominates the interaction: 17.7% of
all functions recorded request 'specific information'. Moreover,

' certain questions, when asked in the guise of general questioning, in
‘fact require specific information to be accepted. Having just previ-

ously introduced as new vocabulary the phrase "il-fait chaud”, the
teacher asks: "Quel temps .fait-il en septembre?” Several- responses
may logically be appropriate and in this case the student responds:

"I1 fait froid", a plausible reply, especially in the Canadian context.
However, theteacher reacts with a repetition of the answer with rising
intonation, a function indicating implicit correction: "En septembre?"
She then repeats the question in an attempt to draw the correct or
ekpected response from the student: Quelque fois oui, mais d'habitude
quel temps f£fait-il?" The student then realizes his mistake in thinking
it an open question and provides the expected response using the new
structure:. ' "I1 fait chaud."

In the Immersion classroom the use of general, open-ended question-
ing techniques is more apparent: 6.1% of total functions as compared to
2.9% recorded in the Core class. Also, the functions of specific and
general questioning are more evenly distributed throughout the class,
10.9% and 6.1% respactively, whereas the functions are unevenly distri-
buted in the Core class, 17.7% specific questioning and only 2.97 general
questioning.

Relationship between Moves and Discourse Functions

The percentage oc¢currence of each move type for each of the classes
is presented in Table IV-2. While the Initiating move type which pro-
vides introductory comments, background on a topic and lead-in remarks
of any kind, is almost nonexistent in.the Core class, the other three
moves are used equally. This balance of Solicit, Respond and React
characterizes the entire lesson (see coding sheets in Appendix C). The
loss of Initiating moves from the classroom repertoire automatically
reduces by 25% the poraibility ifor flexibilicy and varxety in the
interaction.

& <

Insert Table 1IV-2 about here

In the Immersion class we note a consistent distribution of moves
across’ all four move types. The high percentage of Initiating and
Reacting moves indicate that a great amount of information above and
beyond the level of basic question-answer routines is exhibited in this
clags. Furthermore, with the interaction spread evenly across all four
move types, a greater variety of sequencing is possible.

1t has been hypothesized that the occurrence of most discourse
functions will be restricted to one single move type and that only a
few functions will vary in relation to move type, according to their
position ‘n the sequence of the discourse.

The results of the crosstabulation between discourse function and
move type. does not always support the hypothegis. Again, a variance
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between the two settings is evident, as shown in Figure IV-3. In th

Core setting the hypothesis holds true in that 16 functions are alloc

100% of the time 'to one move category, while only 5 functions are dis-
tributed across move types. (Three functions dc not occur in the Core
classroom discourse: disciplinary directive, clarify and negative evaluation.)

Insert Table IV-3 about here
\\"—-

In the Immersion setting, however, 12 functions are restricted to
a single move type while 8 functions are distribited across the move
types and & functions do not occur in the discourse (social formality,
modelling, translation and negative evaluation). Since barely one half
of the total nuwber of functions are fixed in relation to move type,
the hypothesis does not hold true for the Immersion setting.

D

Source of Discourse Functions

The relatienship between Source and discourse functions for the two
classes is very similar (Table IV-4). In- boch cases, the teacher is res-
ponsible for the majority of discourse functions recorded. Only the
single student source differentiates the two classes: there is greater
occurrence of this source in the Core than in the Immersion class. All

other figures are comparablec. N

- . \
- . \-‘F ~ 2
Insert Table IV-4 albrout here L
. - N A S
The interaction tetween Move type wnd Soyrcey. - ven‘iﬁliﬁéwﬁody of
Table IV-~4, is mare informative. The Core cI%ss<féacher is responsible
for 100% of the Initiating moves recorded. In the Immersion class,
while the teacher is still responsible for the great majority of Iuniti-
ating moves (98.9%), there are, nonetheless, instances of student

initiations.

The Core teacher is again responsible for 100%Z of Soliciting moves
recorded, whereas the Immersion teacher shares the Soliciting moves with
the students.

Conversely, with respect to Responding moves, it is the students in .
the Core class who claim greatest responsibility, while the Lumersion
class permits responses by both teacher and students. A more even
distribution in the Immersion class credits indi sidual students with °
64.3% of Responding moves, a clear majority, but also credits the
teacher with a high 22.6% of Responding moves. Moreover, group and
class responses are noted in the Immersion class for this move type.

Only in the case of Reacting moves does the disparity between the
two settings disappear. While th:re is a slightly greater occurrence
of group and class participation in Reacting moves in the lmmersion
class than was found for Core, the difference between the Lwo classes
is minimal.
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Modality of Interactiem

!

A cqmpafigén of the medium of communication reveals that both
classes rely almost exclusively on the target language for all inter-

action. In the Immersion class the interaction occurs 100% in the

target language, i.e., French; in the Core class the interaction occurs
99,.9% in the target language and only '0.1Z in the native language. In
this class in order to ensure the students' comprehension of the oral
drill to follow, on one occasion the teacher requests an English trans-
lation: "Qu'est-ce que c'est 'anniversaire'?" to which the Students
reply: "Birthday". '

A consideration of the discourse fumctionsin Table IV-5 associated with the
Non-verbal Modality, however, reveals disparity between the two classes.
While in the Core class Il functions are associated wit Non~verbal
Modality, in the Immersion class the number is only 5./ Morejver, when

Insert Table IV-5 about here

we compare the occurrence of the subordinate media, physical or visual

we note that in the Core class the visual medium predominates while in
the Immersion class the physical medium is evident to a greater extent.
In the Core class, visual stimuli occur in conjunction with the following
functions: informative, directive, specific information, modelling,
reading and incomplete response. Thus the teacher relies heavily on
visual aids when presenting information and eliciting vocabulary pro-
duction from students.

In the Immersion class the major rcle of the visual medium is in
the use of written text. The wncorrected text is read from the black-
board and then replaced by the corrected version. Although this visual
medium occurs with only one function, i.e., reading, this function
accounts for 8.6% of total functions and is therefore a major aspect of
the lesson.

The pl sical medium of the Non-verbal Modality occurs in the Core
vlass with the functions 'response', 'repetition' and 'accept' as well
as the functions 'noise' and 'laughter'. The occurrence of the physical
medium with the function 'complete response' reflects the use of stamp-
ing feet and clapping hands as the teacher leads the students in the
alphabet drill which ends the lesson. Used in conjunction with the
function 'repetition', it indicates the teacher's consistent technique
of pointing to a respondent without calling the student by name. Used
in conjunction with the function 'accept', it indicates that a nod of
the head has been used to convey the acceptance of an answer rather
than an oral form of reaction.

In the Immersion class the physical medium occurs in conjunction
with the functions 'disciplinary directive' and 'clarify'. Thus ges-
tures are shown to be used when disciplining students, i.e., pointing
to the offending student rather than calling him by name, or tapping
a ruler against the desk for emphasis. Gestures were also used in this
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class to accompany a clarification of the phrase "en équilibre"; rather
than giving the students a native-language equivalent for the term, the
teacher acted out physically the concepts of balance and imbalance.

Concluding Remarks N\

N

\

It is evident from thi results described above that significant
differences do exist in the \verbal interaction of the-two classes obser-
ved. Students in each of these two settings in fact experience a very
different language environment ‘

L \ )

In comparing the frequency of occurrence of the individual discourse
functions we note that certain functions relied on in the Core classroom,
such as 'modelling' and 'repetitiogn’', are not a common feature of the
Immersion setting, whereas other ctions, such as 'comment', occur
more frequently in the Immersion thap the Core classroom. Moreover,
even in cases where the same discourse function occurs in both settings,
the function is often aetnaiiasd in a much expanded verbal form in the
Immersion class as compared to he' Core. The more matural language -
input provided by the expanded dlssourse functions may be reflected in
the students' increased awareness of-natural language functions and
their increased ability to use such functions in their own L2 perfoxmance.
It may be that by restricting language use at the beginners' level of
study to match the students' basic level of proficiency, we are also
restricting their progress to a more advanced level of language use.

The functions most commonly employed in the Core class were those
based on established patterns of speech, i.e., 'modelling' followed by
‘repetition', or 'specific information' followed by 'response’ (complete
or incomplete), followed by 'accept'. Core French teachers should be
encouraged to ensure that modelling - repetition functions are not used
to excess at the expense of students' personal, creative responscs in
the L2. The Immersion class on the other hand experienced more of those
functions with varied and flexible verbal interpretations, 'general infor-
mation', ‘'comment' and ‘clarify’'. In particular, the use of general,
open-ended questioning techniques was more common in the Immersion than
the Core class. The greater occurrence of general questioning may indi-
cate that the teacher is interested in many possible explanations or
answers rather than a single correct answer. Such a technique may
eficourage more imaginative thinking and flexible language use than the
recall-of-information type responses a.sjoclated with the Core class.

In the Immersion class the substantial use of discourse functions
which establish classroom prucadure and discipkine add to the climate
of natural, free-flowing language use. Administrative directives and
disciplinary directives seldom occurred in the Core class where the
pattern of the lesson ard its progression appeared to be firmly esta-
blished and were closely followed by both teacher and students. The
greater occurrence of these functions in the Immersion class indicates
that the teacher may have a greater need to structure and organize
verbal and non-verbal behaviours on a daily basis. These functions
exercise a truly communicative role in the classroom by directing actual
classroom behaviours rather than focusing on the presentation of content
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msterial. Thus although indicating disruptive behaviour, the high
percentage occurrence of these 'functional' discourse functions may

at the same time aid in developing the students' level of communica- -
tive competence. . .
The interaction between discourse function and move type is ain -
informacive. In the Core class where ouly 3 out of 4 move types ogecur, T
the possibility for variety in the interaction is greatly r ' ’
far greater variety in the sequencing of move 8 nced by=€he .
Immersion class where all 4 move types occur ip a more equal distribu~ N
tion. Thus the interaction tends to be more ied in this class where . ;w
spontancous contributions are allowed to mould the sequence of the inter- .
action rather than be confined within a strictly standardized pattern. :“
P

Furthermore, the fact that a majority of functions in the Core ]
setting were restricted to one move type category (16 out of 24),
whereas only half (12 out of 24) were similarly restricted in the
Immersion setting, provides further evidence of the more varied linguis-
tic environment experienced in the lLmmersion setting.

Again, the interaction between Source and Move type yields an
interesting comparison between the two settings. The Corxe classroom
displayed a high degree of teacher direction in that the teacher had
complete control over three out of four move types in the interaction--
Initiating, Soliciting and Reacting. The extremely low degree of student
participation in other than Responding moves gives evidence not only of
their low level of proficiency but also of a high degree of standardi-
zation of roles im the classroom. It is the teacher's role in this
situation to inform, to question and to react while it is the students'’
role merely to respond. In the Immersion class where a more even dis~
tribution between Source and Move type was observed, it is evident that
students, as individuals and as a group, take greater rasponsibility
for the direction of the lesson and the nature and pattern of verbal
interaction.

. ' ....m,'._"_

An interesting aspect of the interaction in the Immersion class
is that students are encouraged to question the work of other students.
The importance of pupil-pupil interaction in the learning process within
the classroom is of much interest. Many educators (Goodlad, 1970)
consider that learning through peer interaction may have more permanent,
lasting effects than learning which takes place through the traditional
teacher-as—-director, student-as-respondent roles. {

ey -y ry

In thé case of the aspect Modality, there is dispority between the |
two settings only for the Non-Verbal Modalirty. Although in both classes
the visual medium is employed, it occurs with greater frequency in the
Core classroom where the teacher relies heavily on visual ailds when L:
presenting new vocabulary, eliciting vocabulary producti®n and rein-
forcing modelling techniques. A secondary role of the variety of visual .
stimuli occurring in the Core class may be simply to provide some amus-
ing pictures to counteract the monotony of the classroom routine. The ~
use of the visual medium in the Immersion class takes the form of written
text on the blackboard. This difference points to a major area of
contrast between these two classes. Wheresas .he Core students are
beginners in French language study, in the early stages of an aural/oral
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program wi thout Ir:e:néﬁit of reading and writing practice, the, Immersion
.o ~'s_t:q§enr.f are dn'their sixth -year of French study with reading and writ-
1§ a major-part of their lgnguage curriculum.

Iiv order to improve the performance and attitudes of students in

Core French programs it may be worthwhile to encourage the use of more

. «natural language functions and patterns of moves and functions, even

~ fram the first days of language study. Without the constant axample
‘of varidd, flexible lamguage use in the classrooms, students themdelves

~ may be unable to, develop a level of L2 competence which allows them to
comsunicate in situations outsile the formal classroom setting. = The

. adtual .relationsbip that exists between the classroom language experience
and. phe students' level of mastery of the second language should be
investigated in more detail in the future empirical research.
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Percentage of total classroom discourse attributed to each

discourse function in core and imsersion settings

Table IV~l

42.

CORE

DISCOURSE FUNCTION IMMERSION
1. informative C1.1% 1.8%
2. administrative directive. 1.2 12.7
3, discipliﬁary direcéive N 4.6

4. social formality | 0.6 @
5. specific information 17.7 1&.9
6. general 1nfofmatlon 2.9 el
7. wmodelling 3.6 )
8. reading - 0.1 '6.6
9. clue 0.8 0.8

10, clarify 9 2.0

1. ver}fy w0.2 | 1.5
12. translate 1.0 ¢
13, ;omplete response - 18,1\ 14.5
14, inqomplgte response 8.2 3.8
iS. repetition g~ 13.7 2.0
16. accept 17.6 6.9
17. reject 2.5 1.8
18. positive evaluation 3.6 3.8
19. negative evaluation ) o

20. explicit correction 2.2 2.5

2}, implicit cot;ection 1.7 4.3

22, cﬁmment | 1.1 TG

23. noise 1.1 3.3

24. laughter 8 Q.5

55

I it Teall

"f“

’ mﬁc:'-j '-?

’- e~ g — FW - ,,," . '_P ﬂm‘ﬂ

r.-» - >



™

| - - ot
3.
/" i
i Y
!
- ‘1
/
Table~ [V-2 )
<~
Percentage occurrence of each move type
in core . and fimrs,ion sektings
- H
Core - - Immersion !
’ -~ +
1. 1Initiate 6.8% 23.42 i'
f
2. Solicit 25.9 21.1 ;
3. . Respond 3n.d i i1.3 .
1
. ' , i
4. Reu:t ) Ja.1 ! 3. '
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Table 1V-4
: A

Percentage occurrence of ‘move typg by source

in che and immersion settings

a5,

source .
1. Teacher g__?7 StuQent 3. Group 4. Class
.
C 1 C 1 W C 1 C~d_ I
S~
Move: !
1. lnitiate}l00 ug. v 0 1.1 U U U G
il
2. Solicit {100 7.8 0 42.2 C. 0 V) 0
3. Respond 0.6122.6 89.5 [64.3 0 7. 9.9 | 6.0
4. React | 88.9{83.7 {? a.sjta.t. 0.3 | 0. 6.3 1 11.1
TOTAL: 61.3 168.8 " 33.0 124.4 0.1 1. 5.6 5.1
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Table IV-3
A"I
Percentage occarrence cf\mvu type by scurce
1n core and Immersion sertings
‘ | I !
Svurce : i ; t
1. Teacher 2. Student ‘* 3. CGroup Ciuss |
4* T T - 1 7
i y
C I c I | c ¢ 1 c 11
: t
: ¥ T !
Move: g i |
' f
1. Inftiate{l00 8. | 0O 1.1 1 0 0 {u J
2. solleit [100 [s7.8 1 o |ez.: g 0 0 0 0
3. Respond 0.6 {22.6 89.5 §64.3 2 0 7. 4.y i 8.
4. React 88.983.7 &.Sﬂé.é n! 0.3 | 0. 6.3 } 1.
' ‘ ! 5
) _ .
TOTAL: {61.3 |68.8 33,0 §24.4 0.y |l 5.6 1 s,

P o



Table IV-5

Percentage occurrence of physical and visuval media

within the non-verbal wodality in. core and immersion spttings

CORE . ITMMERSION
{ X Use { Physical Visual % Use Physical Visual
3.3 0 100
3.3 20 80 .
. 2.1 100 0
60.9 0 100 j
0.7 o 100 |
- 5 N :
0.7 0 100 § o6.6 . 100
2.1 100 0
2.0 66.7 33.
SURED B 0 100 E
15. re ; 9.3 92.9 7.
| - |
16. ac |} 5.3 3 100 ) 0 i} ‘ '
! i b
23. 2~ | 66 1 100 0 - 25.0 %; wo ) w
H ] :
2. nal 66 & 00 v w2 w1 0
! L
oo b
TOTAL: | 100.0 100.0
L
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Chapter V

_ Towards a Theoretical Model of Second Language Learning

A

Second language learning is recognized to be an extremely complex
enterprise. Languages are learned for different reasons, under different
circumstances, by learners of different ages and abilities, and with .
different outcomes. To create a model which can accommodate ali these
variables and also account for particular language learning experiences,
a delicate balance must be struck between producing a scheme that is .
sufficiently ge .eral to cover all such variations, yet specific enough
to provide w cful information. o

Existing models in the field have tended to polarize on this. dimen-
sion: the descriptions attempt to either document all facets of the
language learning situation that may impinge on the language learning
experience (Schymann, 1976; Swain, '1977; Naiman et al, 1978) or address
only a limited number of specifiable operations (e.g. Monitor Model,

Krashen, 1976). Both types of schemes are essential to our understanding -

of second lLanguage learning; both serve different purposes and are invoked
at different stages of inquiry. The extreme placement of these schemes
on a general-specific dimension, however, is problematic: the general
schemes are actually taxonomies and may be more appropriately called
'descriptions'; the specific schemes, while they are models, explain

only a limitRd range of phenomena. A model, we believe, must be of an
intermediate degree of generality such that it has an acceptable range

of application but can nonetheless explain specific proceases. In other
words, to provide a coherent framework for the understanding of second
language learning, a model must meet two criteria - first, it must be
able to interpret the effects of factors found in taxonomies (descrip-
tions) of second language learning; second, it must be able ro accomodate
aspects of specific models and explain their relation to each other: and
to second language learning. The development of such a model was one of
the major goals of this project.

The proposed model aims to provide an account of language learning
by identifying a range of relevant factors and relating them to the
language learning experience thus explaining differential skill develop-
ment in learners. The model is both descriptive and explanatory in that
it incorporates factors suggested by the literature to have relevance
for second language learning and describes the processes by which the
language is learned under these vario s conditions. To the extent that
it is explanatory, it is also predict§§e -~ language learning outcomes
may be predicted by considering the state of the conditions represented
in the model. ‘

A eritical feature of the proposed model is its generality. It
does not describe differences between language learners; rather, it
describes the way in which humans, given biological, social, and other
restrictions, learn a second language. Differences in achievement
between individuals are attributed to differences in the efficiency
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with which the model operates for different people. An understanding of

+ what factors determine that efficiency is an empirical question and moti-
vates much of the research generated 'from the model (Bialystok & Frohlich,
1978b). Differences in various skill development, however, is attri-
buted to tne operation of the model and will be examined in that context.

pa

. Degscription of the model

The model may account as well for differences between language
learners which may be attributed to individual learner characteristics.
These are measures such as language learning aptitude, attitude, moti-
vation, personality, and other variables. 1t is suggested that these
factors determine the efficiency with which the model will operate for
particular individuals without changing the nature of that operation in
terms of the possible strategies or processes. Thus, an optimal set of
individual characteristics may yield greater achievement in second lan-
guage learning, but the mechanisms for thé attainment of that proficiency
and the strategies available for its enhancement would be identical for
all second language learners, regardless of their competence.

The model, presented in Figure V-1, is organized on three levels--
Input, Knowledge, Output. Each of these represents some que stage
in the learning and use of a second language--the language
experienced or encountered (Input), the information gained m
stored in some form (Knowledge), and subsequently utilized fo
comprehension or production of the language (Output).

Insert Figure V-1 about here

Two kinds of lines connect the various cells in the model. The
solid lines are '"processing lines" and refer to obligatory relation-
ships that hold between aspects of the model. Processing lines neces-
sarily transfer information in the world into the representational
system, which in the present model is the Knowledge level, and similarly
processes are required to use the information for output or response.
The dotted lines indicate optional relationships between the cells of
the model. 7These lines represent "language learning strategies" which
are defined as optional means for exploiting available information to
improve competence in a second language.

Input. The Input level refers to the undifferentiated context in
which exposure to the language occurs and is given only the general
title in the model of Language Exposure. Within this concept, however,
specific experiences could be identified and their particular effects
postulated. The Language Classroom, for example, provides a specialized
kind of exposure to the language, and the effects of that exposure could
be dealt with in the model once the nature of the experience has been
described. Similarly, encountering the target language only through
books, or through cultural immersion would again provide different
experiences. These differences could be documented in terms of their
effects on the type of language learned by the particular Language

‘ Exposure. 6 1
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A systematic description of differences in language development
attributable to the Input level has current relevance for language
pedagogy. The ongoing debate among educators regarding the relative
merits of programs such as core or immersion French may be examined
through this Input level of the model. The effects on linguistic and
communicative competence which follow from specifiable Languape Exposure
circumstances may be empirically studied.

Knowledge. The Knowledge level assumes that information about a
language may be represented in three ways, described here as Other
Knowledge, Explicit Linguistic Knowledge, and Implicit Linguistic
Knowledge. These are, of course, hypothetical constructs in that they
do not attempt to Yrepresent in any physiological sense the way in which
informatlon is stored in the brain. Rather, they refer to three types
of information the learner brings to a language task, and since each is
considered to contribute in some unique way to the attainment of lan-
guage proficiency, they have been distinguished in the model.

The difference between Explicit and Implicit Linguistic Knowledge
is defined operationally. Explicit Linguistic Knowledge contains all
the conscious facts the learner has about the language and the criterion
for admission to this category is the ability to articulate those facts.
These "ay include some'grammar rules, some vocabulary items, pronuncia-
tion :.es, and so on. Impliciit Linguistic Knowledge is the intuitive
information upon which the language learner operates in arder to moduce
responses (comprehension or production) in the target language. What-
ever information is automatic and is used spontaneously in language
tasks is represented in Implicit Linguistic Knowledge. Again, the.

content may include grammar rules, vocabulary, and so on. It is in

this sense that a language learner may claim that a sentence '"sounds"
or "feels" right, although no direct evidence for the correctness of
the sentence could be cited.

Three functions are assigned to the Explicit Linguistic Knowledge
source. First, it acts as a buffer for new information about the
language. For example, new words or vocabulary items which are pre-
sented in a classroom, or encountered in any other explicit situation,
would at first be represented in Explicit Linguistic Knowledge. After
continued use, the information may become automatic and be tran-ferred tu
Implicit Linguistic Knowledge, but the initial encounter, because of
its explicitness, requires that it is represented in Explicit Knowledge.

The second function is to act as the store for information which
is always represented explicitly. Even native speakers will find that
certain grammar rules or word meanings require some consciousness in
order to be used correctly. Native English speakers, for example,
sometimes report the need for conscious attention in order to properly
differentiate "lie" and "lay'". Further Krashen (1976) has argued that
some aspects of a second language are unconsciously "acquired" and as
such are not consciously known, while others are "learned" and remain
in some conscious form. As a rough categorization, he claims that
simple rules are learned and complex o¢nes are acquired (Krashen, 1977a).
In this scheme, the second language learner would store simple rules
in the Explicit Linguistic Knowledge and complex ones in Implicit
Linguistic Knowledge.
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The third function for the Explicit Linguistic Knowledge source is
to act as an "explicit articulatory system”. That is, information that
is represented in Implicit Linguistic Knowledge may be made conscious,
or explicit, in this source. Rules which are used implicitly and operated
upon correctlv may be generated and the explicit statement of them brought
into the Explicit Linguistic Knowledge source if required. For example, a
native speaker of French may not be conscious of the rule governing the
positioning of the indirect object pronoun although he consistently uses
the rule in the formation of sentences. , By examining a corpus of sentences,
he may notice that this pronoun prqudes the auxiliary verb and thus become
aware of the constraints which he had implicitly been honoring in his
automatic language production. Because he had been successfully using
this rule on some intuitive level, the explicit generation of it is
simple.

Only one function is ascribed to the Implicit Linguistic Knowledge

source. It is a working system containing all the information about the
target language necessary for most spontaneous comprehension and prcduc—
tion. tasks.

It is impcrtant to notice that the distinction between the two
knowledge sources is defined in terms of function rather tham content.
Any information may possibly be represented in either source, and
certainly different second language learners will vary greatly as a
function of the nature and extent of the information found in each. A
larger Implicit Linguistic Knowledge source is associated with an ability
for greater fluency; a larger Explicit Linguistic Knowledge source is
associated with extensive knowledge of formal aspects of the language,
but does not necessarily imply an ability to use this information

effectively.
\

Other Knowledge refers to all other informatien the learnmer brings
to the language task--knowledge of other languages, such as the native
language, information about the culture associated with the target
language, knowledge of the world, and so on. Some of this information,
such as the cultural context associated with particular words or expres -
sions of a target language, cannot strictly be separated from their use.
That is, the meaning of a word is sometimes dependent upon particular
cultural connotations. Whereas the use of the word in appropriate
contexts is implicit, the specific cultural aspects of the meaning and
its occasions for use may be articulated explicitly. This auxiliary
information would be represented in Other Knowledge. In this way,
links are gssumed to exist between Other Knowledge and Implicit Linguistic
Knowledge. The distinction between Uther Knowledge and the two Linguistic
Knowledge sources essentially is that linguistic kaowledge contains infor-
mation about the language code while other knowledge contains related, but
not specifically linguistic information.

Qutput. Output, in the model, refers to the product of language
comprehension or production. The gencral terminal point for the out-
put is given by the cell for Response, but two specific types of
responses are also identified. All responses can ultimately be classi-~
fied according to one of these two types, but the general response cell
ie provided for two reasons. First it simplifies the description by
offering a general name to include both the specialized responses.
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Second, it provides a means for discussing some of the operations which
'Y may occur in either of the response types by indicating where and how
these operations proceed.

The two specialized responses have been :alled Type I and Type 11,
and the distinction between them is charactaerized by a differential
time element associated with each. Whereas Type I Responses are Spon-
taneous and immediate, Type II Responses are deliberate and occur after
a delay, brief as it may be. Different types of language behaviour and
different degrees of proficiency may be associated with each type of
response. Reading, for example, may be more closely assoclated with
Type II Responses since review of the written material is possible and
there are few time constraints, while speaking, with its demands for
fluency, may force the production of only Type I Responses. Since it
is known that language learners can often correct their own errors under
certain conditions, it is_inadequate to assess language responses simply
in terms of their-torrectness. The qualitative differences between Type
I and Type 11 Responses may help to explain both why certain errors are
compitted and why some tasks which rely primarily on Type I Responses,
such as speaking are difficult. .

ol Responses of either type may be correct or incorrect, and in the
latter case, correction may occur. The dotted line emanating from both
types of Yesponses feeds back into the general Response cell and pro-~
vides an opportunity for the response to be modified or corrected.

Once this additional procedure has been applied to the response, it
exlts from the general Response cell .and necessarily becomes a Type II

Response, in that a particular amount of time has passed since 1its’
initial execution.

~
Operating processes for language learning

The processes which relate the three levels are Input processes,
those relating Input to KnowYédge, and Output processes, those relating
Knowledge to Output. These processes obtain irrespective of any conscious

intervention of the language learner.

The model in Figure V-1 depicts the Input process as feeding into
each of the three knowledge sources, but the nature of the language
exposure will determine the extent to which each of these knowledge
sources are affected. A language classroom in a traditional formal
program for example, would probably accentuate the line frcm Language
Exposure to Explicit Linguistic Knowlegdge. In this setting, formal
rules are taught and the subject of greatest concern is the language
code itself. An immersion class, however, may have its maximum effects
on Implicit Linguistic Knowledge and Other Knowledge. The subject
matter dealt with by the exposure to the target language would increase
the learner's knowledge of that subject, such as history, geography, and
so on, information represented in Other Knowledge. The vehicle for this
informatvion is the target language, and this exposure, particularly in
compunicative situations, increases the implicit knowledge the learuner
has of the language. Communicative exposure is an important way of
improving proficiency by increasing the learner's experience with forms
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and meanings that can become incorporated into his cwn use of the
language. Since the lesson is not intended to highlight new forms or
meanings, these are implicitly "acquired”, and may be used to form

his own responses in the target language. Similarly, immersion experi-
ences in the target culture would likely have their maximum effect on
Implicit Linguistic Knowledge and Other Knowledge. ' Unly when explicit
rules or word meanings are sought by reference to dictionaries or by
asking native speakers would Explicit Linguistic Knowledge be particu-
larly affected in these immersion conditions.

The Qucput process describes the way in which language is used
for comprehension or production. The assumption is that language use
proceeds as a function of Implicit Linguistic Kiowledge; language is
not-sgenerally produced in a manner analogous to checking words in a
dictidnary and rules in a grammar book as w.uld be the case if Explicit:
Linguistic Knowledge were the only source of language response. It is
only under particular circumstances, which shall be described below as
"monitoring", that Explicit Linguistic Knowledge is used for language
comprehension or production.

Several features_ are included in the Output process line. First,
the length of the line corresponds to a time dimension. Languaye
behaviour should change under different time constraints, if only in
that longer time spans allow for greater accuracy. Second, a feedback
loop from both Type I and Type II Responses allows for continual rodi-
fication or correction of a response. The only restriction is that
only one Type I Response may occur; if this has been corrected and fed
back into the Output process line, thenm all subsequent responses must =
necessarily be Type II. This restriction preserves the status of Type
1 Responses as spontaneous.

Strategies for facilitating learning

The language learning strategies have been defined as optional
methods for exploiting available information to increase the proficiency

of second language learning. In this way they are similar to strategies

discussed by Stern (1975), Rubin (1975), and others which refer to the
conscious enterprises in which the language learner engages. In the
present model they operate by bringing relevant knowledge to the language
task that has the effect of improving performance. The use of the
strategies is at the discretion of the individual language learner.

Four language learning strategies have been identified. The impli-
cations of these sirategies for achievement in second languuage learning
are discussed at length «lsewherc (Bialystok, in press).

The first strategy is a general concept of practice which refers to
a language learner's attempts to increase his exposure to the language.
More specifically, however, two kinds of practice are described, aund
the distinction is based on a classification postulated by Stern (1974,
1978) in which language may be counsidered "formal" or "functional'.
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Formal language focuses on the language code and refers to informat:ovn
the leamer has about the properties of that code. Functional language
is the use of the language in communicative situations. In functional
language use, it is the meaning of the message that is of primary con-
cern, rather than the systematic features of the code used to represent
that meaning.

Within this context, two possibilities exist for formal practice.
First, the language learner may increase his explicit k-owledge of the
code by availing himself of new information about that code. This is
represented by the line from Lhnguage Exposure to Explicit Linguistic
Knowledge. Examples of the use of this stratagy would be the language
learner who studies from a grammar book in order to complement class
lessons or who asks others, such as native speakers, for clarification
or information about new grammatical rules, morphemes, pronunciations,
and 20 on. Since this is a strategy for increasing competence, only
those things that the learner does optionally and in addition to any
formal training he receives qualify as instances of this type of furmal
practice.

The second means of employing formal practice issto operate on
information already in Explicit Knowledge for the p rpose of automatising
it and transferring it to Implicit Knowledge. Thisuigy be accomplishuuy
by the use of language drills and exercises which attémpt to familiari:e
the leammer with information he already has learned so that it may be
used easily. The purpose of the language learning enterprise, according
to the present model, is to increase as much as possible the information
in Implicit Knowledge, since\ganguage fluency operates as a function of
this infogmation. The type of formal practice described here addresses
itself to this question by allowing information to meve from Explicit
Linguistic Knowledge to the cperating store in Implicit Linguistic
Knuwledge,

Functional practice refers to increased exposure to the luonguayge
for communication. It may comprise going to movies, talking with
native speakers, rcading books, activities in which the meaning of the
language is primary. The model shows functional practice to operate by
means of a line from Language Exposure to Implicit Linguistic Knowledge.
The language learner samples greater amounts of the language in various
settings (Language Exposure), but since the purpose of these encounters
is communicative and not formal, the eftects on Explicit Linpuist i«
Knowledge are minimal.

The relationship shown by lunctional practising which connvcols
Language Exposure to Implicit Linguistic Knowledge is similar to the
process postulated by Krashen (1976) called language "acquisition' as
opposed to language "learning"”. The language is internalized trnacugh
commun) cative exposure rather thau through systematic presentation of
the system. The functional practice strategy in the present model
reflects the extent to which 4 second Ianguage learrer will deliber-
ately arrange for such exposure tou occur so thdt language acquisition
may proceed.
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The last two strategles are monitoring and interencing. lhesc —_
strategies are in some ways complemcntary in that monitoring is usscenta-
ally a production strategy while imierencing may be considered tis .
comprehensiof counterpart. Further, monitoring is characterized mor
as a formal strategy and inferencing is more appropriate for functional
language. :
The concept of monitoring is similar te mechanisms postulated by
Krashen for "Monitor Theory" (1977b). 1In his schene, consclous Kiow-
ledge of the language may be used tv examine and modify or correct -
linguistic output. Similarly, the monitoring strateyy vperates by . .
brinsing information from Explicit Linguistic Knowledge to the language -
task for the purpose cof examining, -or correcting the response. Since -
time is required for this conscious intervention of knowledge, monitor- .
ing can only enter the Output process line after a part fcular delay has
occurred and consequently can have an effect only on Type 11 Responses.
The monitoring line is shown on the model as connecting Explicit Linguis-
tic Knowledge with the Response. .

. a2 \.7

Monitoring is maximally effective for shaping up the formal aspectis | -
of productive responses, that is, it is primarily a formgl pruduction A
strategy. It may, however, be used as well to bring explicit knowledge F;
of word meanings and structures to a comprehension task to improve the
responses (which, for comprehension, is simply understanding the message)
and hence operate as a formal comprehension strdtegy. Similarly, moni-
toring may be used by bringing Other Knowledge into the production task
to assist in the represehtation of particular meanings. This use of, _
monitoring actually requires two steps invelving inferencing as well -
and will be examined in grea:er detail below. Essentially, however,
monitoring is a formal strategy i, that it works by Rxploiting formal
information about the language which is representgd in Explicit Linguis-
tic Knowledge for the purpose of impruvipng Type 1I Responses, espetially
those concerned with production of the XYanguage.

ERLE ) v-‘

—

Inferencing is a strategy wheréby 3 language learner may arvive
at particular linguistic information™wndch wag previcusly unknown. It g ]
has been argued by Carcon (1971) that inferencing is an cffective way .
to increase comprehension of linguistic material. He vuolines Ueaee
types of inferencing--inter-lingual, intra-lingual, and extra-lingual,
each of which describes o situatlon in which some information i used
te senerate an explicit linguistic hypothesis .about 4 previcusly unknuw,
meaning or form in a second languuge.

4

In the present model, inferencaing is represented by the vaploata-
tion vf{ information from several pussible sources Lo arrive dat o one
explicit information about the second language.  Thus the tnfefeadiny -
lfnes in the model take information from one of the sources and terotu-
ate in Explicit Linguistic Knowledge where the new insight i~ representoed

Three sources for this information are identified tn the model.
The first is the use of + uer knouludgu Intercecing of this type
would make use of the language learncr s knowledge of the supjuct

-
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Aruitoxt provided by Eic:
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"Explicit and Implicit Knowledge is reported in the following chapter.

57, .

Une additional mechanism in the model may qualify as a strategy
but shall not be strictly comsidered as such; That is the possibility

presented after a response to correct that response and return to the -
OQutput process line. This is in some way a representation of a correc- :
tion strategy, but the concept shall not be pursued at present. e
Applications of the model

The model may bg used to explain both individual variatioms in .“ Cle
achievement as wel)l as differences in skill developmenc for second . '
language learners. Individual differences may be attributed to the de
extent toLwhich various language learmers use the learning strategies. ' — %)
If information presented in formal situations and stored in Explicit r'
Linguistic Knowledge f5 not practised, there is no benefit to the - -
Implicit Linguistic Knowledge from wbich all responses emanate. . More . . '

oonitoring would be required if the information has remained in Expli-

cit Linguistic Knowledge, and in the case of communicative tasks, such - '
over-uvse is not necessarily desirable. Other ability differences —
between individuals may determine- the ease with which these processes
function, the amount of information the particular learner is able to
extract from a given situation, the extent to which the learner may
operate on available information, and se on.

-
r

Differences between skill development may b¢é explained by the

‘difference in the vperations associated with various tasks. Tasks
. which permit the possibility of monitoring, such as writing, may be

r..‘..

easier than tasks for which the strategy may not be effectively employed,
such as speaking. Similarly, tasks which require exclusive use of Type

I Responses may be morve difficuit than tasks which allow for greater

use of Type II.

i P
L4

The wodel provides a means of describing some processes that may
occur during second language learning. It can be used to establish
an empirfical framework in which to test the validity of the relation-
ships postulated in the model. .Further, the model is useful as well
for interpreting exisiting research by determining which aspects of the
model are iavolyad in variofis research'apptoaches. In this way, evi-
dence which may have appeared contradictory may be found to be address-
ing difi_.rent questions or dealing with different aspects of the general
mode). For example, the relative importance of factors such as apti-
tude and atritude in second language learning may be found not to be
opposing at all but relating instead to different Knowledge Sources or
ptocesses. Second, the model may be 'used to suggest new directions
for resecarch. One such study examining the relationship between

Sl o aarah d i |

Finally, tentaiive pedagogical implications may be derived from _
an examination of the model. The need to teach certain learning strate- : L
gies sand to provide particular kinds of language exposure are suggested ' -
by the model. . ~ '

5y -



INPUT

KNOWLEDGE

L OUTPUT

*

»

'Formal
! | Practising

Formal
—Practising .

Other

, Explicit \
Knowledge

Linguistic
| Knowledge

[ Implicit
Linguistic
Knowledge

Inferencing_

Processes

%

— = = = Strategies

Figure V-1. Medel of Second Language Learning

. "7
¢

FATTYMIY T O TR I IRESEN 7



-™

SRUN

Chapter VI

Knowledge Sources in Judgements of Secend Languape Gramgativality

The preficient use of a language, either native or non-native,
depends on a complex interplay of information that is either explicit:,
consulted or intuirively based. Language training programs primarily
seek to enhance the former; students are provided with information

- relating to the formalized structure of the language and are to a icsuer

extent encouraged to rely on intuitionm. Yet, it is possible that sowme
language tasks would benefit significantly from the speaker's intuitiocons
about the language. The problem for the researcher is to identify those
language tasks which could be accommodated by an intuitive or an implicic
knowledge of the language and those which require the intetveuntion of a
set of formalized articulated rules.

In our model of second language learning ( Chapter v), a
theoretical distinction is madg between information about the longuage
which is represented in 'explicit knowledge' on the one hand and "iopli-
cit knowledge' on the other. The assignment of information teo efther ot
these sources depends neither oa the content nor on the method of fnstruc~-
tion; informacion relating to phdnology, syntax, .semantics, and su on
could appear in either and information learned through a textbouok or
through a conversation is similarly unbiased for its representaxion.
The distiuctian, rather, depends on the ability of the learmer to articu-
late or consciously act upon the governing rule. Those rules which can
be consciously entertained by the learner are stored in 'explicit know-
ledge'; those rules which are honoured withcut attention te the rule or
even an ability to state it are stored in "implicit knowledge'. 7This
distinction is intended to capture the difference between language which
is deliberately constructed (explicit knowledge) and that which is auto-
matically produced (lmplicit knowledge).

If this theoretical distinctien between expiicit and implicit
lingulstic knowledge is valid, then it should be possible to ideptiiy
particular types of language responses or types of luanguage tasks that
are differentialiy reliant on eath 61 theSu svurces. A descriptioca ol
language tasks in terms of these conceptual sources would both vali-
date the theoretical claim for thedr distinction and point as woll o
pedagogical implications for formal® language instruction. A more jre-
clse underbtandinh of the occasions {ur explicit inluvrventiion ki oot ol
language production would clarify the role ot romal anstruction aus
pussibly suggest aspects of content tu maximise 1te penellits,

Thu_déscriptiun of expiicit ! nguistic knowicdae 1u Lhe Gede.
al lows for extreme variability vetveon language lcataes. in Yorm, o
the content of that source. Thus, o stmple prescriplion Canhinl jFoeds ot
the information that would be o expltivit kaowledge tor o part2oaat
learner. Rather, general statcments regarding types of langudage taues
would more likely capture the difference between those languape sk
which could be suvived from smplicit knowledge and vpoooe Wbz h o )
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to comunit intuitional errers caused by assigning the task solely to his
implicic knowledgé. Hence the hypothesis concerning the amount of de-
tail required by a language task is that those tasks which are based on
greater detail or a greater amount of information should induce the
learner te supplement his implicit wesponse with information from cxpli-
cit linguistic knowledge.

Specific linguistic structures may affoct as well cthe general

It may be that certain.structural rules are not easily pldced under
implicit control, and their correct use requires cogsci intervention.
Rrashen (1977a)has foted thar grammatical rules may be described as
‘easy' or ’hard’, and that this distinction may' be reflected as well

ir the way in which the rule is assimilated. Eaay rules, he sugyests,
may be learned, while hard rules must be acquired. Infermation which
is consclously learned is generally represented in our wodel in expli-~

‘occasions for the implementation of explicit Linguistic ksuwledge.

cit linguistic knowiedge, and so the use of these rules may also require

the use of explicir kaowledge in the formation of the response.

The final element cvonsidered in the present analysis is a differ-
ential time factor associated with different types of language tasks.
A primary distinction between having a conversation and writing a’
lerter, for example, is that the cunversation places time comstraint
on the learner thar are not present when attempting to write a letter.
Whether or not the learner chouses to consult explicit knowledge,
time may prohibit him from doing so in some situations. Similarly,
Kraghen (1976) argues that the "Monitor" in his model can operate

only when conditions of time permit. Thus the same language task

under difterent response time coaditions may be solved through a
different interaction of explicit and dwplicit linguistic knowledge. A

» graater length of respcngse time may, in fact, encoufage cautious learmers

tuo consult explicit knowledge even for cases in which it would net nor-
mally be required to do so. The hypothesis, then, is that a greater
response time will allow language learners to exploit explicit knowledge
for information required by some responses and possibly to increase the
domain_ of vesponses solved by explicit knowledge through an over-reliance
on that source.

A cummery of the abavg factors postulated to affect the interaction
between iwplicit and explicit linguistic knowledge in second language
tasks ylelds two sets of three factors each. The first set, which may
be called 'learner-related variables', includes the level of study of
the learner in the target language, the age of the language learuner,

and the particular lanpguage history of the learner, especlally his com-
petence with other languages. The second set of factors, or the 'task-
related variables', includes the level of detail and/or amcunt of
information required by the task, the specific linguistic structures

cr aspects of the language belng focussed upon, and a situational variaant,
nasely the length of time permitted for the response. The purpose of

the present study was to test the role of all of the above factors in

the tavocation of explicit linguistic knowledge on a language task by

a group of second language learners. The questions addressed by the
study are iﬁ follows:

r

1. Which language tasks require the intervention of explicit
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linguistic knowledge for their solhtion?

2. Which language tasks may be solved exclusively through
implicit linguistic knowledge?

3. Are the answers to 1 and 2 different for different types )

of language learners? )

The task paradigm adopted for the examination of these questions
was one in which second language learners werd¢ required to make gram-
maticality judgements about sentences heard ih the target language. '
Schachter, Tyson & Diffley '(1?36) had found this to be a useful means
of characterizing the, learner's tramsitional competence in that the
intuition scores cbtained by this method provided an important comple-
ment to the formal performance results of their learners, and they
reconmended the inclusion of intultional data in a variety of research
enterprises. Thus, unlike more traditional formal tests, the grammati-
cality judgement task permitted subjects to respond in a more intuitive
and undefined manner. Since the present study aimed to describe the
interaction between the use of intuition and authority for language
learnérs performing various tasks, the use of a grammaticality judge-~
meat task in which intuitional responses were encouraged, seemed
appropriate.

13

Method

Subjects

The subjects for the study were English native speakers who were
at three different levels in their study of French as a second language.
The first two groups were high school students who were taking Freach
as a credit ccurse in school in a 40-minute per day program. Group 1
consisted of 97 Grade 10 students who were in their fourth year of
French study; Group 2, composed of Grade .2 students in their sixth
year of study, had 143 subjects; and Group 3, adults learning French
in an intensive program designed to train civil servants in French
language, consisted of 45 subjects. This last group provides a sample
of older learners who were generally at a higher level of achievement
than were the Grade 12 students. Thus the factors of age and level
are confounded in this group and so the difference among the three
groups for the present purpose shail be described on the “dimension of
level of study. -

Instrument

The test used in the study was an adaptation of the Aural Grammar

»ﬁ{?ééc used in our previous research (Bialystok & Fréhlich, 1978a). TIwo

it

. sets of 24 isolated French sentences were composed such that each

sentence was 15 syllables long and controlled for syntactic and semantic
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cor lexity. Each sentence was read twice on tape by a native speaker

of rrench. Of the total set of sentences, 6 were grammatically correct
and the remaining 18 were structured to £ill particular classes of
grammatical errors. Six sentences contained some error in the adjective
six contained an error in the imdirect or direct object pronoun, and six
contained an error in the formation of the verb. Within each grammatical
form class, two sentences violated each of three governing rules. Hence
the 18 incorrect sentences may be assigned to one of three form class
categories and one of three rules within each form class. The list of
rules used to construct the incorrect sentences appears in Appendix D
and the two sets of sentences are listed in Appendix g,

The task was to provide information about the séntence to one of
three levels of detail represented in the design by the three experi-
mental conditions. 1In the first condition, subjects had only to listen
to each sentence and indicate 1f it was cobrrect or if it contained a
grammatical error. In the second condition, subjects had to determine
as well the part of speech affected by those sentences which they be-
lieved to coatain an error. In the third condition, subjects were given
the list of 9 grammatical rules used in the test construction and were
asked to identify the exact rule which was violated by each of the
incorrect sentences.

For each of th®se conditions, subjects heard both sets of sertences
but under two different time conditions. For the first set of sentences
stbjects were required to respond spontaneously by circling the appro-
priliate answer on their score sheet. The time interval between the
coupletion of the repetition of one sentence and the onset of the new
sentence was 3 seconds. For the second set of sentences, subjects were
allowed 15 secornids between sentences to consider their response. Earlier
work with this test had demonstrated that a 15 second interval provided
sufficient time to consider and reformulate responses. The assignment
of the two sets of sentences to these two time conditions was counter-
balanced across the three detail conditions and across the three levels
of study.

Design and procedures

The design of the experiment, presented in Table Vi-1, contains
two learner variables and three task variables. The learner variables

are level, comprised of Grade 10, Grade 12, and Civil Service, and
language, indicating that the learner speaks English only, or is fluent
as well in some other language.

Insert Table VI-1 about here

The subjects were assigned to one of three detail conditions, rep-
resenting an increasing amount of information required for the response.
The Response criteria, the second task factor, were different for each
of these three conditions, and the criteria associated with each detail

.
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condition -are listed in Table VI-2. Finally, all subjects performed
the test in two Time conditions; the Spontaneous and the Delay.

b3

. - ' Insert Table VI-2 about here

' |
Subjects were tested in their classrooms in one session lasting

' approximately 30 minutes. The spontaneous condition was presented

first and was followed by the remaining set of sentences for the delay
condition. All the instructions for the test were on the tape and one
practice exqmple preceded each testing session and each new Time condi-~
tion. Subjects were encouraged to guess if they were unsure of the
correc: tesponse. .

. ¢

Results

The design of the experiment permits the data to be analysed in

_terms of both a primary distincrion between the identification of items

that were grammatically correct or incorrect, and consideration of the
incorrect items in terms of the three features grammaticality, -form
class and fule. The results will be presented first for the effects of
the tasksrelated factors detail, time and response; the subsequent sec-
tionsawill examine each. detail condition separately and consider as well

_the effects of the learner-related factors level and lamguage.

<

Overview of task-related factors

An examination of the assessment of grammaticality, that is, the
distinction between correct and incorrect -sentences, places a bias in
favour of incorrect items for the more detailed conditions. In these
conditions, that is, 2 and 3, any indication of error fulfills the
grammiticality criterion. Correct sentences, however, are constant
in both number and response required throughout the conditions hence
more informative comparisons can be made for these items than for the

.incotrect sentence.

The .data for the proportion of sentences accurately identified as
correct or incorrect is presented for all conditions in Table VI-3.
Thus a response in Condition 2 which erroneously judges an adjective
error as a verb error, for example, is considered accurate for this
apalysis in that some error was identified.

For all three measures, there is a signiiicant difference between
condition 1 and the other two conditions. . .

-

Insert Table VI-3 about here
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For correct. judgements, condition 1 is easier than the two detailed
conditions, (F(2;314) = 62.69, p € .001). The proliferation of accept-
able options for conditions 2 and 3 appears to make these conditions
egsier for incorrect items, the stable and iore stringent response
required for correct items indicates more a.curately the relative dif-
ficulty of -these conditions.

-

The effect of the two time conditions interacts with the sentence

graomaticality, or respense. For the correct items there is a slight

advantage in the spontaneocus time condition (F(1,314) = 4.58, p< .05);
for the incorrect items the facilitation is in the delay time condition
(F(1,314) = 85.20, p £ .001). These differences will be explored in
greater detail for the separate conditions and items.

Thé global judgements of sentence grammaticality may be examined
in terms of the form class error responsible in each sentence. Thus
while the criterion is still the indication of some error in the incoer-
rect sentences, the scores can be calculated separately for the sentences
in each form class. These scores are presented in Table VI-4. Tabula-
ting the data in this way elucidates two important interactions: detail

Insert Table V1-4 about here

condition by form class (F(6,942) = 81.68, p < .001) and form class by
time (F(3 942) = 9. 69 p <.001).

The differential effect of form class in the three detail conditions
distinguishes ‘the correct sentences from the three types of error. In
condition 1, the correct sentences are identified more easily than any
of those wich errors; for conditions 2 and 3 the reverse occurs. This
is & more detailed reiteration of the effect reported in Table Vi-3.

The time condition affects performance for only two types of items:
correct sentences were identified better in the spontaneous condition
(Newman-Keuls: p< .05) and adjective errors benefited in the delay
condition (Newman-Keuls: p< .01). The judgement that pronoun -and verb
sentences contained some error was not affected by the delay.

There was no overall difference found in subjects' ability to iden-
tify incorrect sentenceg as a function of the form class involved in the
error.

Condition 1; Grammaticality

The -scores for subjects in condition 1 are presented in Table VI-S.

" To make all scores out of 18, the scores. for the identification of cor-

rect sentences was multipligu by ] as there were 6 correct sentences but
18 incerrect ones. :
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Insert Table VI-5 about here

The time factor was not significant for this condition; subjects
performed comparably in both the spontaneous and delay situations.

The response factor, given in condition 1 as the difference between
correct and incorrect sentences, was significant (F(1,84) = 46.97, p ¢ .001).
It was easier for subject. to identify the correct sentences than to iden-
tify the incorrect ones. " .

Neither of the leamner-related factors, level or language. aiégcted
the performance 1n this condition.

Condition 2: Form glasé

The criterion for responding in condition 2 was an indication of the
form class involved in the incorrect sentences. The scores for subjects
in this condition according to the three form class types and correct’
sentences are. preseated ia Table VI-6.

[

<{ Insert Table VI—6*about here
/

. f
The eﬁ{ect of response is not significant; there is no general dif- .
ference in the ability to answer any of the four types of items. The
effect of time is significant: Performance is better in the delay con-
dition than in the spontaneous (F(l,?l) = 18.75, p < .001).

The interaction between time and response 1is significant (F(3,273)
= 8,58, p< .001) and is more revealing than are the main effects. The
delay facilitatgg the identification and assignment to form class of
each of the incorrect items (Newman-Keuls: p & .01) but there was no
dif ference between the time conditions for the correct {tems.

While the 1earner-re1aced factor of language had no effect, level
was significant. in the analysis (F(2,91) = 17,94, p &£ .001). The Civil
Service subjeets scored better than did the Grade 10 students (Newman-

"Keuls: p < .05) and Lhey in turn performed better than did the Grade

12 students (Newman-Keuls: p < .0l).

Condition 3: Rule

The responses in condition 3 indicated the rule that was violated
for each of the incorrect sentences. The scores in Table VI-7 have been
aggregated by summitng the score out of 2 for each rule within a form

. class and producing a total out of 6 for the form class.
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Insert Table VI-7 about here

The differences among the 10 response types are significant
(F(9,828) = 19.67, p .001), and three groups of responses based
on relative difficulty can be identified: Easy (Adjective 3), Middle
(Correct, Adjective 1, Pronoun 2, Verb 2), and Hard (Adjective 2,
Pronoun 1, Pronoun 3, Verb 1, Verb 3). The general result is that
the rules which refer to specific lexical itemsy are easier than
the rules which are more abstract. Thus, the easiest rule is that
which applies only to the adjectives 'bon(ae)' and ‘grand(e)'; the
moderately difficult ones apply to a larger domain of specifiable
items, such as colour adjectives or cbject pronmouns; the most difficult
rules are general directives for agreement or tense formation.

While the overall effect of time was not significant for this
condition, there was an interaction between time and response (F(9,828) =

3.07, p< .01). Some of the response items more greatly benefited from
the delay condition than did others.

In this demanding condition of detail, both learner-related variables
contributed to performance. The effect of level was significant (F(2,92) =

20.39, p & .001), the difference between each level contributing to the
effect. The lowest scores were obtainged by the Grade 12 students, the
next by the Grade 10 students, and .the highest by the Civil Servants.
This is. the same order of proficiency found in condition 2 even though
the subjects in both conditions were different. Thus this finding
constitutes a genuine replication of the level effect.

" The effect of language gave a signifiéané advantage to those sub-

jects who had fluent command of some language other than English {F(1,92 -

3.72, p €'.05). -The mean scores for each level and language cell are
reported in Table VI-8.

-~

Insert Table VI-8 about here

Discussion and Implications

The discussion shall attempt to support the following three argu-.
ments: first, that there is an initial judgement of grammaricality
that i{s based on implicit knowledge; second, the formal explicit infor-
mation differentially affects sentences which ave grammatical and those
which are not; and third, thact learner-related variables such a&s level
of study and language backgrcund nave their greatest, if not sole,
effect on tasks which are most difiicult, that is, those which maximally
access explicit knowledge. CR
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The evidence for these arguments is based primarily on the inter-
actions obtained in the analyses of variance. The assumption is that
a significant improvement in the delay conditionm ‘occurs when the learner
consults explicit knowledge during the delay to retrieve necessary in-
formation. Identical performance in both spontaneous and delay conditions
implies that explicit knowledge is not consulted during the delay and
the intuitive response is always used.

The first postulation is that therxe is an intuitive judgement of
overall grammaticality made prior to the analysis of the error which
may be present. Consequently, correct sentences would not interact
with the time condition because the initial judgement of grammaticality
is sufficient for the responag. Tivis was found to be the case for all
conditions; there was even an advantage for correct sgntences in the
spontanecous condition for the data reported in Table-{I-4. " Once a
sentence is judged as incorrect, however, the more detailed informatiomn
about the error involves the use of explicit knowledge. Thus, the
judgewents in condition 1 for incorrect sentences end at this intuitive
stage and hence should also be unaffected by the time condition. This,
too, was found to be the case (Tagble VIi-5p. Similarly, the responses
in conditions 2 and 3 which indicate that the ungrammatigglﬁsentEhces
contain an error, evén though the wrong form-class—chioice was made,
should similarly be unaffected by the time cvondition. The subjects
should at least select seme"incorrect catﬁ;y. This finding was
reported in Table VI-4 for the pronoun anderb sentences; the selection
of some error category for these sentences was the samein both the
spontaneous and delay conditions. It is only when the exact infofmation

-was scored as the criterion that the delay condition p:oduced better
‘results (Tables VI-6 and VI-7). Further, the delay condition produced

an ordering of difficulty for these decisions: adjective errors were
easiest and verb errors most difficult to classify. Thus we conclude
that grammaticality decisions are made initially on an intuitive basis
that may or may not be suppoYtable by the subjects' kihowledge of the
reason for the decision or the nature of the error.” The role of detail
in the present study is that judgements about levels of detail beyond
global grammaticality require the intervention of explicit linguistic
knowledge and thereby benefit from a. greater response time.

The second conclusiop from the study is in .some ways a corollary
of the first. Becuase of the process of judging grammaticality postu~
lated in the above argument, there is a qualitative difference between
judgements of sentences which are correct and those which are incorrect.
Since detailed information about errors must rely on information in
explicit knowledge, intuitive judgements of grammaticality are reliable
only for sentences which are correct. The evidence for this in tue
study was that judgements of correct sententes wete'compa:able for both
time conditions, and sometimes even better for spontaneous, while accur-~
ate incorrect judgements required time. Thus formal explicit information
is not retrieved in the judgement of correct sentences and as such it may

be said that language. learners have an intuitive sense of 'grammaticaMity'.

Such a construct may be essential to any use of the languagé; it permits
language learmers to receive language input without constant analysis of
its grammaticality. Ungrammatical sentences would presumably be identi-
fied at this intuitive level and only then would they need to undergo
explicit grammatical analysis to determine the nature of the pioblem.
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The learnef-related variables discriminated learmers only for the

.+ more difficult tasks. The effect of level demonstrated fcr conditiovns

AR

' 2 and 3 was not clear, however, since the lowest scores were obtained

by the Grade 12 class which was judged to be the intermediate level of
proficiency in the study. Perhaps something in the curricolum at this
level may be responsible for the effect. Possibly:Grade 12 s&udents
were over-confident of thelr intuitive judgements and did not ‘make
adequate use of explicit knowledge. The evidence for this conjecture
is that Grade 12 students generaliy showed the least improvement in the
delay conditions.

The language effect was more consistent; fluent command of another
language was advantagecus to performance but only in conditicm 3. It
may be that such knowledge is useful only for very challenging tasks.
Since condition’'3 was the one most reliant ‘on explicit knowledge, it
may also be the case that this variabkle has its greatest impact on
formal or explicit knowledge and Yo directly benefited the learners’
in this cenditién. It would be imteresting to compare these results

" to those one might obtain in a similarly formal task but measuring

learner variables in terms of g more implicit knowledge or, usirg the
same learner,variable) testing’ a more conversational aspect of language.
For example, if the measure were length of stay in the community in
which the target language was spoken, the learners who have had greater
exposure to the language may enjoy an implicit cv intuitive advantage
which would facilitate performance tasks measuring communicative ability.

Four specific recommendations for further research in this area
follow from the results of this stud¢. First, the extent to which the
results obtained are a function of the type of task used must be deter-
mined. The selection of the grammaticality judgement task was motivated
by the perceived flexibility of the task in allowing both formal and
informal types of ree~onses. The interactions between explicit and
implicit knowledr. served should be compared for tasks which are more
deliberately coni..cucted to test one of these sources of knowledge, such

as discrete point achievement tests ard conversations with native speakers.

Second, the géheral effect of rules found in the present study
indicated a difficulty component which was related to the locus of
control of the rule. Thus, rules pertaining to single lexical items
were easiest and those to general sentential structures were most dif-
ficult. This finding needs to be explored in greater detail so that.
questions such as the following may be wonsidevred: Is explicit know-
ledge required only for rules of broader focus? Are lexical rules
stored in implicit knowledge? This fogus variable should be counter-
balanced with form class in a design that permits the simultaneous
examination of both form class and domain of contrel.

jh&éd:”the effect of level of study found in the data was surprisjipg.

Typically one would expect a higher level of study to be assoclated with
greater achievement. The decrease in performance exhibited by the Crade
12 subjects in both conditions 2 and 3 needs to be examined in terms ot
agspects of their program of study, aspects of. their own experience with
the language, and perhaps attitudes towards the language and the testing
situvation. The problem seems to be related to an inoufficient use of
explicit knowledge, and the reasons for that avoidance need to be
identified.
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Finalle, proficiency with anagther }anguage vopetited subjedts vy
- . in.condition 3 tn which the most explicit knowledge was required.  The
. strategy of relyving on such infarma:inn however, way clearly advanta-
geous to those who ewmployed it.. Several questivns follow frowm this (
finding: 1s it pdssible to exploit such knowledge in rore intultive
- tasks? Does the benefit of other ldn wages accroe oenly for furmal
‘explicit task with sufticient response times. -Can learners be encour-
aged or traimed to use their knowledge of other languageh Lo 1ﬂthGht
its '‘benefit to the less detalled basks’ .

The Drimary pedagogical contridbution of the study is in Lhe identi-
{ication « f the role of explicit formad information in at .eant one type
of language task. It is clear that such information is not always neces-
sary, a9 in the intuitive judgement of grammaticality, wor is LU always
usaiul as in the identificarion of very specific-lexicel tules, Where -
explic@t knowledge is required, however, time is necessary C;r the learner
to retrieve the relevant information and incorporate 1t L0 his response.
Some factors wvhich affect his ability to do so are hiaxfgicl of study and -

that the learner's.intuitions- must be developed and encouraged cng thas
efficient strategies for consulting explicttl knowledge when newessany
must be trained. Concentration on only the formal aspects ot ‘dnsudbc
and rule formatfon not valy precludes important aspect: of the ! 4qgudge
but ignores as well the use of the learnert grear intuiive Fesnurae.

knowledge of other languages. The melieatlon fetfxfngudbe t:axgxug s
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Table VI~1

Detail Conditiom

Experimental design and number of subjects per group

Level Language 1 o2 3 Total
English 26 33 32
Grade 19 Dther il 1% 3 124
English 34 43 37
Grade 12 Imoey 1z 712 143
Civil English 12 - 14 "
Service Other 3 7 3
Total 28 113 106 317
Table VI-2
Response criteria for each detail condition
Sentence Structure
Detail
Condition Correct Incorrect
Adjective Pronoun Verb
1 12 |3 1 (2 |3 112 13
! C I 11 |I I {1 |1 I]1 |1
2 Cc A 1A |A P | 4 P k¢ v v
3 c Al [A2 [A3 Pl |P2 |P3 vijv2a |v3
E;'t
(3
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Table VI-3
t' -
g Judgements of sentence grammaticality across conditions
(Scores are proportion of accurate judgements)

' Detail 1 2 3 Mean
Response Correct {Incorrect {‘Correct {Incorrect j Correct jIncorrect
Spontaneous .68 47 .38 .65 .29 .68 .53

Time l .
Delay .61 .39 . 36 .72 .30 .71 .53
Mean .64 .48 .30 .69

.37

.69
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Table VI-4
Judgements of sentence grammaticality according to form class scross conditions
. - d {Scores are out of 6)
.6
. ' . #
Detail ¢ -
1 2 i ___3‘ P T ey
Form class Corr. g Ads. Frou. Veio Carte Adj. Proon. Vool eul - Ao . Prot.. Verbh .
X .08 ; 2~_§.3-f2—,tirr '§'3.-u&s .29 3. .05 £.02 i.76 3.9¢ L4l lk .08 fg 3. 1%
= Spontanevus a.d. 1 1l.in E 1.6 1.21 E 1.33 ! 1.3 1.21 i.36 1.31 i1.51 ’ I, et P20 1,640
= | L SR T B S
- - ‘ 1 P S ! . , A S
= Delay x j.e? 3.00 f 2.8« 3.1 E““ AT I RN T N N I O -V S 30 el b oalln b oay:
' s.d. {1.21 l 1.35 1 1.3¢ Ez.ze 1133 33 §1‘:'55) 1.40 | 1.67 1.35% jL1.e7 i 1.5% § °°°F
£ t 4 §
~;- 3“ Jﬁ —— A . - c— .‘.w.-]r'...‘ B -_.Js.-.._.........-.-—z— e e
: | i. ! | R O R i §
Meun 3o 2.Te 2.5 Ea - - T e . 1% A a0 [P S I V8
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-\\\\&szfl Grade IOA(N~29) " Grade 12 (N=46) Ciw;l,Ser&ice (N:;S) € -h
Response Correct  |Incorrect | Correct | Incorrect | Correct | Incorrect
, % {1172 9.41 i3.40 7.90. 11.38 |, . 879 T
Spontanecus oy | 354 2.18 3.46 1.73 v 422 ] 3.25 10.43
. Delay X 11,96 0.08 10.35 8.01 12.75 2.15 10.38
' s.d. 3.86 3.00 3.56 2.06 . 3.00 2.67 )
- 'AT - £
Mean . 11.84 ,. 9.75. - +11.88 &7.96 2.07 - 8.97
\\
R TN e i o ¢ L faanee I e R R T

- Condition 1:

)

Table VI-§ 3

>

Mean scores for response, time and level out of 18
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Condition 2: Mean scores for Eespopse, time and level out of 6

Table VI-6

[

Level Grade 10 (N=34) Grade 12 (N=49) Civil Service (N=14) Mean
Resporse QSJ;AL Adj. |Pron. |Verb |Corr. ] Adj. | Pron. Verb Corr:1~A¢j. Pron | Verb
® ‘ﬂr 1.90 }|2.11 }1.83 {1.89 }1.75 |1.57-}1.46 {3.57 [2.00 }2.57 }3.30

spontaneous _ : . 2.20
s.d. J1.24 }1.22 }1.50 |1.40 {1.16 |1.20 }1.01 |'0.98 10.98 §1.52 {1.38 |1.39

x [2.28 |2.59 {2.67 ]2.27 [1.58 | 2.46 |1.72 |1.54 13.36 {3.93 [3.36 3.7 |,

Delay . ‘ 2.63
~ s.d. {1.564 }1.43 |1.43 {1.58 {1.17 | 1.06 {1.28 {0.87 {1.11 |1.62 [1l.4& |1.3%
Mean “12.33 f2.25 [2.30 f2.05 }1.73 |2.10 {1.65 }1.49 J3.46 l2.97 |2.87 |3.54
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Table V1-7 . , N
Condition 3: Mean scores for response, time a;d-lével out- of 6 ‘
(Form class scores are the sup for the three rules)
. - - N o
Level’{  Grade 10 (N=34) . © Grade 12 (N=48) Civil Scrvide (¥=16)  |Mean
Response Corr. |Adj. |Pron. {Verb jlorr. Adj. Corr. | Adj. { Bxon. | Vexbd
1.96 11.75 11.28 fL.4s J1.18 Va.27 J2.35 {2.38 {1.78
Spontancous : - : .. 1.76
2,29 }2.04 |2.01 1.26 }1.60 1.31 o.i§ 2.11 |1.45
2.24 |1.72 {i.s8 bova j1.19 3.98 | 3.74 | 2.27 | 1.45
Deiay . : . 1.90
' . 11,83 2.27 2.0U .02 1 0% 1.37 1.20 2.08 2.52 2.04
, . . ) L I DT ? *
Mean Q.93 < 1Y, L. 73 al 1% 1014 1.3 3.05 SL 35 1.6.'_ ‘
-
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Condition 3: Effﬁqts of level and language un perfvrmance

Table V1-8

‘ (Scores out of 2)

L3

*

Level Grade 10 { Grade 12 Civil Service M an
f f'
Tk 0.56- | %0.35 0.62 0.51
Englésh ) § s
N | 26 L 13
[ ) .
X 0.65 0.28 1.00 - 0.64
Gther '
' N 8 12 3
Mean 0.61 0.32 - 0.81
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Appendix A

'+  DISCOURSE_ FUNCTILONS

83.

"~ Coding
Move Type Discourse Function Symbol Description
I. Initiate :
I.1 informative o in provides new information
. ’ about or directs attepn-
tion to the topic of the
discourse.
1.2 administrative digective di sets the stage for verbal

<»

1.3

1.4

A

disciplinary directive dd

or non-verbal behaviours °
which are to follow.

directs attention to class-
room comportment.

refers to social formulae
such as greetings,
leavetaking. -

II. Solicit

1I.1.

11.2

I1.2

CIL.4

1I.5

11.6

11.7

T 8

Eocial‘fotmality. . soc
speciai*iﬂférmatioﬁ' sp
!
ggneral information gen
modélling :- ) 100
readiné ‘rd
clue cu
‘c}arify. | | c%
veriéy : ve
reanetatre “ -s’é; tr

°

requests a specific or
expected response. The
respondent has no freedom
of choice in the required
response. '

requests an opinion, an
idea or an unexpected

(7S
response. The respondent

" has some fteedom‘of choice

in his response.

provides a linguistic
model to be imitated.

reading aloua.

provides a grammar clue
or a nross-lingual clve
to assist respondent in
formulating a response.

rephrases original
request to assist res-
pondent in formulating a
response.

requests confirmation
that a previous state-
ment has been heard or
understood correctly.

-

ragueatre traneltardan

!

-~
—pa =~
>

-
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84.

Move Type

[
!

Discourse Function

Coding
Symbol

Desers ion

111 Respond

I11.2

1I1I.3

III.1 ﬁ,complete 'response

incomplete

repetition

/t

re

provides & “lete or
acceptabile »oonse in
which the r imal infor-
mation requi.ed by the
solicit is present.

does not provide the
minimal required
information. P

repeats previous
utterance.

IV. React

-

. IV.l

Iv.2

Iv.3 -

IV.%

IV.5

IV.6

Iv.7

1v.8

Iv.9

accept

reject

positive evaluation
negative evaluation

explicit correction

.iwnlicit correction

comment

noise

laughter

ac

+1

C1

c2

co

confirms that the res-
ponse has been heard

and that it is approp-
riate. A non-evaluative,

‘neutral reaction.

identifieg the reply as
inappropriate and unac-
ceptable. Neutral and
non-evaluative.

presents a posicive
estimation of a previous
response.

presents a negative
estimation of a previous
response, ’

provides the correct
form following an incor-

rect re: onse.

indicates an incorrect
response by placing
emphasis on the incorrect
item or by otherwise
localizing the error.

provides additional
information by ex-
panding or ‘elaborating
on a response.,

-

s
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1.1

- ™

Append: x B

Transcript of Grade 6 Core

Lesson Sgﬂent

T Bonjour classe

C &2 Bonjour Madame

.
I"Banjonr. /Aujourd'hni c¢'est quel jour?

2.1.1

2 .
T ¢ Oui. / Nommez les sept.jours...Danny

C'est quel jour?

S fc'gst mercredi.r

s? Lundi, mardi, mercredi, jeudi, vendredi, samedi, dinfanche.

‘0
T YTrds bien. [ Ah; nommez les cinq wois. Oui?

"2.1.2

S "Sepr.embre, octobre, novembre, décembre, janvier.

e ,3 .. B _— e - e m mmer e e e : L. . .
T 20ui. / Aujourd'hui c'est janvier? Oui ou ron? C'est janvier?
S ®Non, ce n'est pas janvier.

W -, 7,
I"Oui./c'est février. f Répérez "£8&".

2.1.3

c fe L .

‘I"fé (Bb) Comme ca.

c®s8

T*février
c*tévrier
THfévrier

c > évrier |

2.1.4

T*¥Catherine?

s Vebvrier
T #out / agason - ' | ’
s "qgévrier ‘

TP0ul. / .:(’::oints to student) _ | 102
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»~ ™

s%edvrter

87.

. * '
s? f_évrier

T4 (points)

) 83 fevrier

- ). 1A
1‘3"’uh huh./ et la classe.

c “février. ' G

T ¥crest quel mois aujourd'hui? C'est janvier?
SnNon, c'est février.
4o ] ) :
T ¥Trds bien. / Nommez les six mois. Oui. Simon?
S""septeubre, octobre, novembre; décembre, janvier, fevri... er.

3 A
T “Non, pas exacl:ement...’ fe

"> B
T%0us.../Simon

s¥cdvrier
‘ £o
T*'rrds bien./ Février. Classe.
c” février . . . {

'1" Oui. Ic est queile. année?

2.1.5

SﬂD:Lx neuf cent soixante dix-huit.

- 5¢
% 0ui. / Alors quelle est la date complete?
Guelle est la date? Oui. - v

S"‘?C'est mercredi, le quinze février, dix neuf cent soixante dix-~huit,

£9
T%rrds bien, Bennz./ Ah, regardez ici. [ Hier c'érait quelle £&8té?-

2'.2.1

Comment s'appelle la £8te? C'était Nodl?
\

L]

S Sha.ké; heads '"non"
7] s .

T Non. /Qu est-ce que c'est... Wsyne‘l y

"’Sainr.... Saiat Valentin

T "I‘rés bien. Saint Valentin. (picture of heart)

. & Qu'est-ce que c'est? Oui. .

St¢fun coeur.

-T "gc'est un .coeur.

s¥ic'est un coeur. ‘ 103
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~y ™

] .
T *0ut. / Ec j:a? (picture) i.

Y A
S? C'est un cupiden.

- 73 a2
T “Trés bien./Et: ici, qu'est~ce que c'est? Ca. Oui,

S "C’est un coeur.

T Oui / Et fa. Qu'est~ce que c'est (same picture). Vous souvenez?
- QOui.

|

-

s ¥“C'est un couris.

T”C'est un souris.
kc'est un souris.

“'““Oui /La classe. C'est un sour:'is.

C”C'est un souris.

] T ¥E: qu'est-ce qu'il fait le petit souris? Qu'est-cr qu'il faic?

Il mange?

S“Shaka heads 'non'.
7 %Non. /Qu'est-ce qu'il fait? Oui.

s 11 embrasse. ;

. Tﬁll embrasse. Oui. t/ Il embrasse l'autre petit souris. j
2.3.1 _ 9/Quel temps fait-il? CQui. (picture)

¢

s11 fait beau. - | (

I‘ Ou:l. / Quel temps fait-11? (picture) Danny. .

‘s"’n faic du vent.

Quel temps fait-11? (picture) Katherine.

\

s‘?l.‘. ‘ 3 -.
‘ qq ) ) i ; "y
T“Oui. { Jason (picture) - .

$"°I1 fait froid.
ol wl
T Oui. /Cindy. (picture)

s”'11 pleut.
) /ws
T Uh huh. / Graham (picture)...Oui.

104




. ‘
S‘D Il fait du soleil. .

3 tef A . .

% v®'Te8s bien. / Graham...

s®'11 fait du soleil.

11 i / na
T. Qul. C'est pa. / Et maintenant, regardez.

2.3:2 (picture) Il fait chaud.

L] . . - 4,
C 11 fait chaud.

T™Quel temps fait-11?
s"®11 fait chaud.
T Oui. / (points)

s"®11 fait chaud.

T‘ﬁQuel temps fait-il?

e
S Il fait chaud.

! /M.Z- . s
. T  Oul./Et \7'% a 1'imge. (picture)
Regardez. fait (whistles)...il fait chaud.
tiv Quel temps fait-il Jason?

.Y

$"™11 fait chaud.

B . ll?
T “*0‘11 . /Qllel tews se ?

s'¥11 fait chaud.

: do
7' Oui..l &uel temps fait-il en septembre?

2.3.3 Quel temps fait-il en septembre?

A ]

1t !
S Il fait froid.

T "“Zn septembre?

33 -
Sg.Cud.

30 35 ‘

T’ Quelque fois oui,/:mis d'habitude quel temps fait-il? Oui.
136

S 1l fait chaud.

3 ' 138 , ’
T Ouf. /Quel temps fait-il en decembre? Blair.

134
S 11 nage.

T"%on, (11ght laughter)
#'Quel temps fait-1l? Oul.

' 3
. § 11 neige.

Quel temps fait-il?

89.
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3
T™1I1 neige. Oui (Bb). _
“'Et quel temps fait-il en février? Robert.

s*11 fait froid.

L lf id
T Oui.’ Et aujourd'hui, quel temps fait-11?

Pen.

. 8
S Uh, 11 fait froid.
T" Oui...possible. / Une autre?

s*'I1 fait du soleil.

e /153
T Oui, /et une autre? Danny.

s
S 11 fait beau.

;s
T"0ui. /

90.

‘w -

rw ————

- » -

Ty




-

1.1

2.1

2.1‘1
.2

.4
-]

2.2

.‘.2.2.1

2.3

2.3.1
iy
.3

91,

Appendix B

Activiﬁy,.Theme and Topic Divisions for

Grade 6 Core Lesson Segment

OPENING REMARKS

Social Formalities

REVIEW OF VOCABULARY AND IDIOMATIC EXPRESSIONS

‘Calendar Date

{  Days of the week
Mbgths of the yeax
Pronunciation drill of new item: 'février’

Recapitulation of 2.1.2 and 2.1.3
Today's complete date

. Holiday Vocabulary

Valentine Day picture descriptions

Weather Idioms

Review of idioms with picture cues
Introduction of new item: ‘il fait chaud'
General questioning

!
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Y2.

' Appendix B

'

Transcript of Grade 6 Immersion

-—™

Lesson Segment

T ! Comment g'est passé la représentation hier soir?

s 4Bon .
C ¥(noisy comments) ~v

T ¥ Sherry, Sherry, laisse parler Mike / g -
SIl1 y avait autant de monde hier soir qu'il y avait mardi soir?
¢ (noise) ~*~
1 Sherry, ga fait la troisieme fois que je te dis '
¥ (noise) 4~/

1.3

T 9Un incident comme ils sont produitsun peu trop souvent. Les grands -~
vous 8tes les grands maintenant - vous courez dans les couloirs, ssh.

0 Jane, tu me laisse parler./“v:ms tourez dans les couloirs, vous courez
dans les escaliers, vous bousculez les petits, Et c'est-ce que vieat
de faire André avec cette petite de la classe du fond 13-bas. Et, ga
n'arrive pas qu'avec Fa: Avant les classes, avant le lunch; jusqu au
moment de sortir pour, & midi, Jeff comme d'habitude 3 trouvé. moyen
de donner des coups de punch et ce n'est pas la premiére fois Jeff.
A chaque fois qu'on sort 3 m:ldl/“‘Jeff'/ chaque.fois qu'on sort %
midi j'ai quelqu'un qui vient se plaindre que tu as donné des coups
de punch, et ¢a commence a bien fairg. Bon - c'est uni chose -/

M maintenant on passe au travail. '

Boyd. /7 .

S oui _ &
TS ~s hier soir comment ¢a c'est passé?

SC‘N

T t¥e'est-a-dire, les spectateurs réagissaient plus, 1ils applaudissaient
plus fort.’

S‘ell n'y avait pas beaucoup de personnes.
T Ak oui i1 y avait plus de personnes qu'hier soir ~
S#il y.avait beaucoup plus d'enfants et les enfants

T4! A Est—ce qu'il y a, il y avait plus d'enfant:s ~ André - il y avait
beaucoup d'enfants qui connaissent deja 1'opérette?

sﬂ'beaucoup de petits enfants ont eté ~
T"’Bov.. /Ce seir - ce soir c est plus tot eh?

s¥0ut, 7h. 15 |
(noisy answers) ' ’ 1 0 8

r N,
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93.

i,‘,}' \

-

., S‘(' Est-~ce que tu viens?

'

. i -

! 'I‘?Ce soix, non. /Ce soir je surveille les indiens encore unz fois . Y

ma}heurcusement. Je surveille encore les indiens. J'irai voir ~ ¢

- l'opéret.e le 28. / ‘ ‘ -
1.4 T‘ﬂBon. Rapidement mintenant. je vous redistribue les cahiers .

d'expression cxite. Nous corrigeons un texte ensemble, Jous le
recopions cette fois, d'accord. Hier nous avons fait tres rapide-

. _ cent ce travail, avant de sortir hier soir. On fait la méme chose -
ST LS X MeNgsa, Ted, Ted e chose sur laquelle je veux insister.

L -Maintensnt \rou?v remarqué qu'il y a deux dames qui essaient

¢'enregistrer #& qui va se passer danms la classe. Il faut que .
_ elles puissent' entendre correctement l'enregistrement. Il faut pas
: ' que vous parliecz tous ensemble, que vous remuiez vos grosgses
: chaussures comme vous avez l'habitude de le faire. Par conséquent,

quand -vous allez parler vous levez le doigt - vous ne criez pas

*Monsieur' . :

82 (noige) -~ -
. 33Bon maintenant 11 faut se décider 3 travailler j

Ty e

b

»
- 2 AT St
DA BROEN

1.6 S¥~

]

T*’Vous parlez de ;a avec M.~ & savoir exactement /
# Bon. Depéc'ﬁes-toi Sherfy s'il te plaft./ .- .
3¢Bon j'attends qu on se dépéche un peu. Karine, depechons-nous un peu./
$8Qui est-ce qui n'a pas sen cahier? , -
_ﬂ(noiselquestions and answers with individual students)
wJe ne saig pas o{ 11 est Karine. Tu as bien regarde dans ton sae’f b

S4i A/ / X ' ' T b

1.7  T#iBon. Vous posez les atylo-, vous &coutez, je vous lis le texte,
premicre phrase{ ke - tu n'as pas besoin de ton stylo
maintenant, tu besoin d'écouter. , "
André -/ a - .

e relisé tout le texte, du début, ce qu'on avait copié et la suite du '
texte a été derit paxr ~ / '

2:1 ¥$"11 etait huit heured du soir. Un hlizzard :errible soufflait sur _
la ville. La rue était presque déserte et la chaussée était: couverte = °
de glace.™a un poteau, un vieux mcasieur tenait un sac &4 providions

bras libre. 11 attendait pour traverser la rue. Soudain,

le feu[est passé au vert. -Le feu est passé Aau vert quand le vieux
g ‘Il a commence a marcher quag‘g une auto g

'arré‘t'er est passé@. Il a perdu son &quilibre ’

sur ,la chaussée couvirte de glace et son sac a provisions est allé , .

dans l'air et a fra 1'auto en plein dans le pare-brise." / ‘ ~

2.2  YVolld pout lereste de 1'histoire. Elle a terminé en faisant la ‘ .
phrase.: Pas mal. n va pouvoir améliorer Fa. Quelques fautes . ~
d'orthographe ~ on(va essayer de corriger directement. Anne?

s YAu ~ est-ce qu'il fau
) T $¢1a partie qu'on avait cop:len Fu tableau avant?

. 1
o s¥'No, no avec uyn 't' le fey 8tait vert, tu ajoutais fa, au tableau - .,

ERIC S 109




' : 9.

] ]
- v ! .
P A ’X . f-’ . .
e N T¥Bui, 'est trés bien./ Je.répéte, James, que pour que l'enregistre-
2.3 v ment soit utile, on €vite de faire des bruits par - comme tu es en .

[
2
T"~v_txain d'en faire. - -
Tu.n'as pas touché 4 ton cahier. / :
2.4° TS%0ui, Anne. Anne a absolument raison./ ‘R.ndréa a répété 2 1a demjfg‘re | N
phrase.quil était copiéd au tableau, z'est "soudain le feu est passé

au vert” et Andréa a continué en disant "le feu est passé ,au vert
quand le vieux monsieur-a l3ché le poteau 11 a commehcé / 'ﬁl, c'lest-

| ol

pas - ' * )
s€foh - sussitdt qu'il g ldché Ae poteau

T“Oui c'est j:a,f S;:'i’ on peut_continuer directement, on ne-répéte pgé‘ de . e
cette facon. /Bon, jé recommence. Je relis de toute fagon la premiér:\__%'_‘
2.5 . phrase. On va egsayer d'abord de corriger celle~ci. ST '

!

U 'Soudain le feu' < oa va copier ga. C'est la derniére phrase qui.
Siait copife au tableau. Tu veux copiler cette phrase-l1d pour
commencer, tu commencesvers la gauche 'Soudain le feu est passé au

. / vert'. L -

- : . ‘o . . . . AN

- - L ' . ' e :
Commence ™~ - 1§

Vous pouvez tous copier cette phrase-1a. : :

Prenez une page nouvelle, vous mettez la date, et vous copiez cette

-

phrase. .
i ' 'Un stylo pour Mike?
. (3 ... (Ss copy text)

2.6.1 YBon, maintenant a partir de 1i nous continuons. Levez le doigc.”
L5 'Le feu est passé au vert quand le vieux monsieur a 1aché le poteau: ;
il a commencé & marcher quand une auto qui ne pbuvait ‘pas s'arréter -
_est passée’. /Zpa c'est une phﬁ/
Donna? R '

i . . . ~

S‘?"A,rh poteau on met wn point. E

T8 et un point aprés 'poteau'. “Le -feu est passé au vert quand le
- vieux mbnsieur -a 1Aché le poteau."/ T,
> ¢lon laisse cette phrase-13. Il faut commencer & partir d'ici. .’

2.6.2 S¥aussitdt qu'il a 13ché le poteau o S
.
-+ THaussitot, oui , :
¢32'aussitot ?u'i\.l a/18ché_le poteau.le vieux monsieur a commencé a
marcher' fitres bh¥en. /3% relis fa -une fois: __ |
5 'aussitdt... d marcher’ -?éon, on va mettre ga. _ @J
vous attendez qu'a le copier. > . ,

P —— - r— =Ty .

Oui, v%-y. Faites un accent. Faites-le pour de an.

Voild. "'( Students ¢epy) : _ -

L . M'AussitSt qu'il a 18ché le poteau’ - et quoi ensiite? - 'le vieux
T ' monsieur a commencé & marcher'.

B |

2.6.3 S 1file ‘vieillard? , v . g 5

.- 110 A




’ ] - . 95. -
. . .
\
" . /
) ) | B Y
L opge | g1 ' -
T Bon, d'accord. / Qui est-cée qui vient A/ / .
., #}'le vieillard', d'accord. . v
130n va remplacer '1¢ vieux monsieur' par 'le vieillard'. X : |
’ §+ ' Aussitde qu'il a 1a8ché le poteau, le vieillard‘ - tu vas avoir de ' T'
13 chance = 'le vieillard a commencé 3 marcher’
S“N ' -
T  qut peut: préter un stylo & Karine? -
3 .
T Neil? ' (, e
. . . . . . , [
sf? . - . . .
/ ‘I.'ﬁOui je sais, mals peut-etre que tu peuxKSe forcer quand mape / ' .
Qu' ;gn-ce que tu n'arrives pas a lire? , , .
s‘wSoudain le feu est pgssé au vert, aussitdt - “"‘
: PN .
T% aussitSt qu'il a 14ché le poteau le vieillard a .comencé 3 marcher.
. ) . r
_i-s-" S ~s (spelling) _ ‘ o }
. T3 deux ;1'. quelle question - aussitdt - est-ce que... deux gt T
s%oh, c'est deux 5. . A : N '
., 11 (nolse) i \ _ R | L
" .
. 2.7 T?’ Bou, 3 partir de la prodhaine phrase d tu vas t'appliquer, d'accord. '
' On &vite la conversation inutile. / eil? - Apdré - tu as cppié ca‘z
sWou, g | ‘ ' | e
T7Trés blen. \ - . . .
! i
;l‘ - ¥
‘ (3
[3 1Y
& i
i
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>
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s+ Appendix B

Activity, Theme and Topic Divisions for,

Grade 6 Immersion Lesson Seggent'

-

OPENING REMARKS

1.1~ , Discussion of_ School Operetta

;;2 Disciplinary Lecture ,
'1.3 Return to Discusgion'of 1.1
C 1.4 L Administration of _Work to Follow
| 1.5 | Disciplinary Lecturé
- 1.6 Classroom Management . f
1.7 ! Repea{t:f Instructions of 1.4 )

" CORRECTION OF TEXT

2,0 Teacher Reads Text
2.2 Error Correction -
2.2.1 Spelling error
- 2.3 Discipline
2.4- ' Error Correction
2.4.1 Repeti:tion of phrases _
' <
2.5 Administration
2.6 Error Correction
. ‘ . ]
2.6.1 Sentence division
.2 Conjunction: ‘aussitdt’ ‘
-3 Synonyms: ' 'le vieux monsieur/le vieillard' .
. . R f
2.7 Discipline T
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' \(:TI‘VITY MOVE TYPES . ‘l OTHER  ASPECTS REMARKS
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A 1. Colour adjectives always follow the noun.

A 2. If the noun is feminine, the adjective which describes it is
also feminine.

A 3. The adjectives 'bon(ne)' and 'grand(e)' come before the noun
they describe.

— .

Pronoun: ‘ . -

P 1. ghe object pronouns come directly before the verb.

P 2. The direct object pronouns "Je', '1a’, 'les' always come before
the indirect object pronouns 'lui' and 'leur’.

P 3. The direct object prondm conforms in number to the noun it

. replaces. i

&
Verb: :

Py

Appendix D

French Grammai Rules

-

Adjective:

T e r

5

-

V 1. The subject determines which form of the auxiliary verb is used.
V 2. Reflexive verbs form the 'passé cpmposé' with "Stre’.

V 3. To form the 'passé composf' you use the correct form of 'avoir'

LR

or 'Stre' plus the past participle of the verb.

*
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P3

Pl
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V3
P3

Vi

V2

P2

A3
V3

v2

Pl

1.

3.

7.

*10.

11.
*12.
*13.
*14.

15,
16.

*17.
*18.
*19.
*20.
*21.
*22.

23.

024,

108.

Appendix E

French Sentences = Set. A

Maman a donné un petit pain & Paul et il a nangé le.
Il s'est dépaché, mais 1'au£ohus ttait deja parti.
I1 a voulu ‘des liw:es.\n;ais il ne l'a pés vus.

Elle a chbisi une nou#élle robe, mais elle ne 1l'a pas achetée.

Higr, won petit noir chat a vu un oiseau et il 1'a tué.

Avant dé/partir pour 1'Europf, elle a promis lui’d‘écrire.

. I1 lui les a pratés, mais elle ne les a jamais rendus.

Marc_ne cdﬁprend pas, mais il ne lui demande pas d'explicacions.
I1 a acheth une belle montre qu'il lul a Qgggg.pouf Noel.

Mon frére a caché ma jupe rouge et je ne les ai pas trouvée.

Le m;ariq'ge de 1la belle princegse “&:ait‘ une occasion grande.
Nicole a fait des gﬁ;eaux déliciéﬁi‘ﬂu'ellé nous a offerts.

Le gargon est malade 3 cause ée la mauvais nourriture.

On le lui a raconté, mais il l'ggg;oublié.

-?ﬁﬂgant les grandes vacances ma petite soeur ne s'a jamais
lavee.

Ma mére a perdu son joli blanc chapeau dans le métro.

Mon pére cherche toujours ses lunettes et il les trouve sur
son nez.

4André a regu de grandes nouvelles et il leur les a dites.

!

Hier, ma grand-mixe m'a raconté une histoire mystérieux.

I1 veut acheter une bicyclette bonne, mais il n'a pas d'argentl

-

lLe mari de mon amie nous a vendre sa belle voiture. .

‘Le chien 8'a approché de ma vieille tante et elle 1'a frappé.

I1 lui a fait un bon diner, mais elle n'a pas ifaimé.

ie'professeur d%anglais lui dit qu'il fait souvent de graves

fautes. 1 P 4 - .

Notre pére nous avoms aide'i‘trouvef de jolis petits cadeaux.

’
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V3
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3.

7.

*10.

11.

*12,
*13,
*14.
*15.

16.
*17.
#18.
%19,
#20.
*21.
%22,

23.

%24,

)

French Sentences -'Sgt B

Maﬁan a donné un petit pain a Paul et il a mangé‘gg.

Maintenant je leur montre les 1mage qui scng\dans le grand

"1livre bleu.
. _

Aiain lance le ballon a Henri, mais il ne les attrape pés.

Les enfants les regareent par la fenftre apres le petit -
déjeuner.

'La bouteille de rouge vin que‘mnn pére t'h donnee vient de

France.
Ton papa lui a demandé du fromage et il a le mangé.
Elle a fait des gants pour Marie et elle lui 1es a donnés.

C'est Jacques qui a vu cette petite annonce dans le nouveau
journal. :

Le grand mechant chien a mange les beaux souliers de mon frere.
Maman a achet® dea souliers bruns, mais elle %?iié porte pas.

Elle met le livre dans son sac grand avant de prendre 1'autobus.

Elle leur a lu 1'histéire du ﬁetit prince mais ils ne 1l'aimaient
pas.

}1 ne prend p;s sa nouveau vq}ture. mais 11 1a_1aisserchez Jui.
Nous avons acheté.une grosse orange que<nous a mangée.

Nous nous ggggg}reﬁcontrék aprés la gr;nde féte du Carnaval.
Je t'ai vu avec ton ami Frangois qui a un brun chien.

Ce détail que Michel n'a pas‘remarqué est tres important.

I1 a trouvé de belles photos et il leur les a mont rées.

Nos bons amis nous ont chanté une beau chanson de Noel.

Ce matin ils se sont levés d'heure bonne pour ttudier.

Mon grand frdre a dormir toute la nuit en face de la téle.
Elle s'g_arrstge au restaurant aprés sa dernidre classe.

Il a “crit une longue lettre mais il n'a pas Lfenvoyéé.

L] .
Nous nous sommes bien amusés'avec nos vieux amis ftangais.

J'ai achet® les bottes que tu m'avons montrées dans le magasin.

109.
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